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ABSTRACT
A PROGRAM EVALUATION OF A SELF-MANAGEMENT TRAINING PROGRAM
AS AN ADADEMIC INTERVENTION FOR POST-SECONDARY STUDENTS WITH
LEARNING DISABILITIES
SEPTEMBER 2003
PETER C. STOLL, B.A., ANTIOCH COLLEGE
M.ED., UNIVERSITY OF MASSACHUSETTS AMHERST
PH. D., UNIVERSITY OF MASSACHUSETTS AMHERST
Directed by: Professor Gary Stoner

Students with learning disabilities are enrolling in post-secondary education programs
around the country with increasing numbers. The literature suggests that students with
learning disabilities are often unprepared and overly challenged by the academic
demands of college. This study introduces three domains of self-management (academic
self-understanding, procedural self-management, and content mastery self-management)
identified through a focused literature review, and presents an short-term, ten-week long
(one session per week), skills based training as an intervention to better prepare students
with learning disabilities for post-secondary educational success. Students with learning
disabilities from a local college were identified as eligible for this study according to
criteria outlined in the methods section of this study, and all eligible and interested
students were included in the study. Students were pre and post tested on a set of
dependent measures. This study presents a program evaluation using as a before and
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after design including seven case studies. Confidentiality of all human subjects was in
adherence to the ethical research guidelines of the University of Massachusetts, Amherst.
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CHAPTER 1:
A PRESENTATION OF THE PROBLEM
Students identified with learning disabilities are attending post-secondary settings
with increasing rates (Bursuck, Rose, Cowen, & Yahaya, 1989). The US Department of
Education - Offices of Special Education and Rehabilitative Services - Annual Report to
Congress on the Implementation of The Individuals with Disabilities Education Act, and
the National Center for Education Statistics (1996), reflect the growing number of
students identified with learning disabilities. From 1977 to 1994 the percentage of
students with disabilities in public education settings identified as having specific
learning disabilities increased from 21.6% to 45.6%, and the percentage of all enrolled
students with learning disabilities grew from 1.8% in 1977 to 5.57% in 1994 (Department
of Education, 1996). The increase of students with learning disabilities in post-secondary
settings is, in part, due to the 1975 legislation entitled the Education for All Handicapped
Children Act. Since the establishment of this law, enough time has passed that postsecondary institutions are seeing the rise in numbers of students with disabilities
accessing higher education (Rothstein, 1993). Despite the increase of accessibility,
students with learning disabilities are less likely to remain enrolled in post-secondary
programs. One survey including approximately 500 high school students with learning
disabilities, reported that over half were involved in post-secondary course work their
first year after high school. Of those students, only 6.5% remained in college after their
first year (Sitlington and Frank, 1990). It is likely that this staggering statistic is a
reflection of a group of students who are lacking in skills of independent learning critical
for college success.
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Eric Erikson described the adult developmental processes as a series of
transformational turning points that evolve in similar sequences at similar times for most
adults (Bassett, Polloway, & Patton, 1994). The developmental movement toward
personal independence is a developmental process that occurs early in adulthood. The
shift from adolescence to adulthood, for the majority of people, includes exiting high
school and transitioning to either college or the work force. The ability to self-manage
the many aspects of one’s increasing independence is a vital aspect of this developmental
process. Students who acquire academic self-regulation skills during this developmental
process experience improved academic and social success (Graham, Harris, & Reid
1992).
For students to succeed in the highly independent post-secondary academic
environment, they must learn and apply self-regulated learning skills. As is the case with
many learned behaviors, academic self-management skills have the potential to
generalize from one setting to another. This requires the individual to maintain pertinent
skills and understand when and how to apply them. Students exposed to academic self¬
management skills in high school, or at the beginning of college, may be more likely to
succeed academically. The direct instruction of academic self-management skills
provides students with the opportunity to learn regulatory skills through direct which will
increase their potential academic and social successes in future settings.
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Academic Self-Management Training as an Intervention
As students with learning disabilities move into adolescence and face more
complex academic and social demands, they are prone to experience increased academic
and social difficulties (Prater, Joy, Chilman, Temple & Miller, 1991). The intention of
this dissertation is to address this problem by reviewing existing research as well as
presenting an intervention targeting student academic self-management. The central
hypothesis of this dissertation is that college students with learning disabilities and/or
attention deficit disorder will benefit from a training intervention targeting academic self¬
management.
Students with learning disabilities are not the only students who benefit from
academic self-management skill training, these self-management skills are necessary for
anyone. Although research suggests that students with learning disabilities and/or
attention deficit disorder are less likely to develop these important skills than their non¬
disabled peers (Graham, et al, 1992; Vogel, 1993). Study strategies like how to read
academic textbooks, organize writing projects, and effectively take tests, help students
succeed academically across an array of academic subjects. Additionally, self-advocacy
skills and a working knowledge of disability laws helps students with disabilities to better
negotiate the college setting. The intervention presented in this dissertation targets postsecondary students with learning disabilities because they have been identified as having
significant skill deficits in the areas of problem solving, strategy use, and academic self¬
management (Vogel, 1993).
This chapter contains discussions examining the pertinent legal issues for students
with disabilities, transitional planning from high school to college, and with a series of
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definitions of theoretical domains relative to academic self-management. These
discussions are focused toward an examination of how these factors can better help
college students with disabilities through an academic self-management intervention.
Research interventions implementing academic self-monitoring and selfregulation have primarily been conducted with younger student populations (Cavalier,
Ferretti, & Hodges, 1997; Di Gangi, Maag, & Rutherford, 1991, Harris, Graham, Reid,
McElroy, & Hamby, 1994; Maag, Reid, & DiGangi, 1993; Martin & Manno, 1995).
Fewer studies employing academic self-management interventions have targeted
adolescents and young adults with learning disabilities (Blick & Test, 1987, Butler, 1995;
Prater, Hogan & Miller, 1992; Saracoglu, Minden, & Wilchesky, 1989; Zimmerman,
Bandura, & Martinez-Pons, 1992). Regardless of intervention specifics and theoretical
orientation, the goal of the intervention presented in this paper is to change student
behavior in one or several targeted areas while enhancing and promoting improved
academic success. Therefore the research outlined in the methods chapter of this paper is
designed to provide college students with learning disabilities with a short term skills
based training with the goal of improving academic performance.
Before the research can be outlined in detail, it is important to present the
problems facing students with learning disabilities, the work that has been done to
address these problems, and the theoretical domains informing the research direction of
this project.

4

Legal Issues and Transition Planning
Students with learning disabilities are protected under the same laws as all
students and individuals with disabilities. The definition of disability according to the
Individuals with Disabilities Education Act of 1997 is as follows: “the term children with
disabilities means children with mental retardation, hearing impairments including
deafness, speech or language impairments, visual impairments including blindness,
serious emotional disturbance, orthopedic impairments, autism, traumatic brain injury, or
other health impairments, or specific learning disabilities.”
The transition from high school to college for students with learning disabilities
constitutes a change in legal status and education planning. Throughout the elementary
and secondary education years, students with disabilities are protected under PL 94-142,
the Education of All Handicapped Children Act of 1975, and the subsequent legislative
Individuals with Disabilities Education Act (IDEA, 1997). When a child with a disability
reaches the age of sixteen the law provides that the student is entitled to a transition plan
to either a vocational, community or academic setting. In 1990 transition services were
outlined by legislation requiring transitional planning (IDEA, 1997). The parents or
guardians of the student, and the student are encouraged to actively participate in the
process.
When students with disabilities transition from high school to academic and/or
community settings their legal rights as individuals with disabilities change. Students
exiting the secondary public education setting are no longer eligible for the legal
provisions of IDEA. A cited concern is that, “an often-neglected aspect of transition to
higher education for students with learning disabilities results from a change in legal
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status. During the elementary and secondary school years, IDEA structures educational
services and expectations. Upon graduation from high school, the legal rights of
individuals with learning disabilities are subsumed under the much broader and more
flexible domain of section 504 of the Rehabilitation Act of 1973” (Scott, 1991, p. 462).
Very little literature exists addressing the civil rights changes for this population of
students.
“As students graduate from high school, they move from an environment in which
school personnel have identified their needs, and provided services under IDEA, to an
environment in which students themselves are expected to provide documentation of their
disability and request specific accommodations under section 504” (Fairweather &
Shaver, 1990; as cited in Aune, 1991, p. 178). It is because of the significant shift, from a
student under IDEA to a student protected by Section 504, and the Americans with
Disabilities Act (ADA), that the literature emphasizes the importance of student self¬
understanding with respect to a student’s disability and how it impacts their education
(Halpem, 1993; Dane, 1993).
Students who receive psycho-educational assessment in the public school setting
may receive the classification of a student with a learning disability. It is often this
diagnostic classification alone which defines students with learning disabilities as having
legal rights protected by IDEA or Section 504, and the Americans with Disabilities Act.
All students with disabilities are faced with many of the same life changes as their peers
with learning disabilities. Although students with learning disabilities are believed to
have a higher prevalence of difficulties with social skills, organization, self-esteem and
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academic success in comparison to their peers identified with other types disabilities
(Vogel & Adelman, 1992).
The transition planning component of the Individualized Education Plan is an
attempt to establish appropriate transition goals, and identify skills necessary of student
functioning as the student transitions from public education to vocational and/or higher
educational settings. Key elements of successful transition planning for students with
learning disabilities may include; education of their disability, pre-requisite college
preparatory course work, legal accommodation identification, self-advocacy and selfdetermination skills, students participation in the formation and implementation of the
transition plan, a transitional team (including teachers, guidance counselors, school
psychologists, parents and students), comprehensive transitional case management, and
the identification of appropriate programming and supportive services (Aune, 1991;
Durlak, Rose, & Bursuck, 1994; Field, 1996; and Scott, 1991). In reality, only some of
these elements are addressed when students with learning disabilities prepare to enter
college, and often times very little is done to prepare students with the skills needed to
increase students’ academic confidence and success.

From High School to College
All students who transition from high school to college are confronted with
aspects of the post-secondary educational experience which are profoundly different than
those of their educational (and social) lives prior to college entry. These differences
should be considered and discussed when planning for successful transitions. The
literature addressing the transition process from high school to college for students with
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disabilities frequently identifies these differences and suggests that students should be
prepared to face them. In the article. Making the Transition to Higher Education:
Opportunities for Student Empowerment, in the Journal of Learning Disabilities, Dr.
Loring Brinkerhoff highlights an array of differences between high school and college
settings. Some of the differences include time spent in the classroom setting with the
daily average time spent in a high school classroom is six hours per day compared to
college where a student spends approximately 12 hrs/per week in the classroom. Class
size enrollment can vary greatly. High school classes may include 25-30 students per
class, compared to some lecture classes in college settings with 200-300 students. The
assessment process often changes from frequent tests in high school with weekly quizzes
and regular homework assignments, to infrequent tests in college with only several exams
per semester. Grading systems in high school tend to be more subjective, and passing
grades are usually enough to keep you enrolled, while evaluation in college can be less
subjective often requiring a C average or above to stay enrolled. Daily schedules are
vastly different. In high school time is very structured, the buildings are monitored, and
teachers and parents set limits whereas in college students are required to manage thenown time, often on large campuses, with self-reliance being the critical component of
time management (Brinckerhoff, 1996).
The many differences between high school and college illustrates that students
entering college are faced with academic and social experiences that are far less
structured than their entire academic history up to their graduation from high school. One
significant change is that in college academic progress monitoring is usually infrequent.
In beginning level college courses, tests may only be administered two to three times
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during the course of the semester. In college, students are more likely to receive
academic feedback by reading a posted roster on-line, or find their grades posted on a
wall outside a lecture hall. The limited frequency of academic feedback is thought to be
one of the most significant changes making transition to college difficult for students
with learning disabilities (Vogel and Adelman, 1992). Clearly, students with learning
challenges who are accustomed to receiving specialized academic attention in high
school will need to learn new skills to help them adapt to their newfound educational
environment. Ultimately these skills should be taught through direct instruction prior to
college entry and continue at the college setting.

Post-Secondary Support
College and University programming for students with learning disabilities can
vary greatly depending on the services provided by the institution. One review of
services for students with learning disabilities describes a continuum of services at the
college level, and breaks the services into five categories (Shaw, McGuire &
Brinckerhoff, 1994; in Gerber & Reiff, 1994). The categories are described in a
continuum of the level of service offered. The continuum includes: no services available;
decentralized and limited services; loosely coordinated services; centrally coordinated
services; and data-based services (Shaw, McGuire & Brinckerhoff, 1994). Data-based
services were considered the most comprehensive and are regarded by educational
specialists as most beneficial for students with learning disabilities. Data-based services
typically include the employment of a learning disability director and/or service
coordinator, student advocacy training to assist students with the attainment of legal
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accommodations, and case management to provide individualized semester planning and
support. Such comprehensive services are described as data based because careful
records are maintained that includes documents such as diagnostic evaluations,
transcripts and contact forms (Shaw, McGuire, & Brinckerhoff, 1994).
It can be presumed that post-secondary services for students with learning
disabilities are intended to promote student awareness and success, but the extent to
which systematic progress monitoring and student self-management skill training occurs
for these students is virtually non-existent in the professional literature. An early position
paper published at the advent of the burgeoning enrollment of students with learning
disabilities to post-secondary settings suggests that services traditionally provided for
students in grades K-12 are becoming socially expected of post-secondary institutions.
The expectation is held by parents and advocates despite the absence of legislation
mandating such intensive services at the college level (Mellard & Deshler, 1984). One
can predict that if this expectation exists for student and parent’s, they risk being faced
with the unpleasant discovery that colleges typically provide much less student assistance
in terms of disability support. Partially this is because services are not required by law to
be as intensive, and partially because there is a false belief that student’s with learning
disabilities are not likely to go to college, and if they do, they must be prepared to do it
on their own. Additionally, only a percentage of students with learning disabilities
actively seek supportive services on campuses, even on campuses where the services are
data-based and readily accessible. Often it is the case that post-secondary institutions do
not have comprehensive support services available for students with special educational
needs (McGuire, Noriander, & Shaw, 1990). This underscores the importance of
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preparing students with learning disabilities with skills to help them navigate the highly
independent college setting so they receive support commensurate to their legal rights
and individualized educational needs. Self-management skills should be taught to these
students while they are still in high school, and when they arrive to college to best assist
their academic success and personal development as individuals with identified with
learning disabilities and/or attention deficit disorder

Are College-Bound Students with LD Prepared to Succeed?
It has been recognized in the literature that many students with disabilities
struggle with time management, study skills development, and requisite academic skills
acquisition in math, writing, social studies and science (Vogel and Adelman, 1992,
Mangrum & Strichart, 1988). A contributing factor to this problem is that students with
learning disabilities are less likely to be enrolled in academic courses prior to college that
are challenging, rigorous, and beneficial by offering requisite skills needed for college
success (Wagner, 1990; cited in Rogan, Branson, Hameister, Kalicki, Lowrey, &
Skolnick, 1993). Academic skill acquisition prior to college entrance has been identified
as among the strongest predictors of college success. This is demonstrated in part by the
finding that the number of college preparatory English courses successfully completed in
high school is one of the best predictors of college success (Vogel & Adelman, 1992).
Essentially, students with learning disabilities are likely to have less requisite skill
development upon college entry. Again this speaks to the need for the explicit teaching
of strategies to prepare students facing heightened academic demands.
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Despite the common expectation that students with learning disabilities will
continue to receive comprehensive support services in post-secondary settings, academic
and social support for students with learning disabilities decrease significantly as they
exit high school and transition to college. “Many students enrolling in college, as well as
their parents, mistakenly assume that the special education services they received in high
school, as delineated in an individualized education program (IEP), will follow them into
a post-secondary setting” (McGuire, 1998, p. 70).

Preparing Students with Learning Disabilities
Students who are believed to be competent learners actively participate in the
academic process by reading, discussing, questioning and problem solving (Tucci &
Hursh, 1994). Students with learning disabilities often are not viewed as competent
learners because they display deficits in one or more of these areas. To better teach
students it is important to not only teach requisite academic skills from which content
specific knowledge can build, but also teach skills which prepare students to be
competent learners. Current approaches used with students with disabilities reflect this
movement. Students with severe disabilities are believed to learn best in environments
that are “universally” oriented and consider the accessibility of the instructional material.
The universal setting emphasizes the manner in which the materials are presented,
explored and understood (Homer & Albin, 1988). This type of universal instruction
enables skills to be presented using direct instruction of skills that are not solely relevant
to the mastery of a discrete target skill. Rather the universal instruction includes skills
that the student can use when encountering other similar challenges. Universal
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instruction strategies teach not only the skill, but also teach the learner where and how to
focus their academic efforts. Academic skills such as reading, listening, discussing,
writing, and problem solving are all areas where students with disabilities lack potential
competencies. Thereby it is necessary to teach requisite academic skills, as well as skill
sets that can be used across academic domains and settings. Students who show
proficiencies in a wide range of learning skills are considered to be competent learners.
Learning skills are skills that can be taught through instructional interventions to students
who may be lacking in the skill areas of the competent learner, a manner in which
students with learning disabilities are often identified.
Strategy instruction, self-regulated learning and self-monitoring are among the
self-management areas which directly target the skills of competent learners. Research in
self-management strategies has shown that building self-management skills tends to
increase student success in academic performance (Lalli & Shapiro, 1990; Pressley &
Harris, 1990; and Sawyer, Graham & Harris, 1992). The vast majority of the studies to
date have been conducted with younger student populations primarily in the elementary
or middle school grade range. There is a considerable lack of research of this nature
being conducted with older students with learning disabilities (Butler, 1995; Pledger,
1992).
This dissertation asserts that an academic self-management intervention including
strategies to teach skills of competent learners will better prepare students to succeed in
the independent post-secondary setting. Currently there is a lack of research examining
intensive academic self-management interventions for post-secondary students with
learning disabilities. This research will present a program evaluation of a group delivered
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academic self-management intervention for college students with learning disabilities
and/or attention deficit disorder. It is believed that an intervention like the one presented
in this paper would also be beneficial to high school students with learning disabilities as
part of the transition preparation from high school to college.

Academic Self-Management
For the purposes of this intervention the term academic self-management will
refer to the rubric of activities which employ self-monitoring and/or self-regulation
strategies to change student performance on behavioral and/or cognitive academic
demands. Self-management interventions focus on changing and maintaining behaviors
and are designed to assist the individual to direct and monitor behavior changes. “In
other words, children (students) are taught (self-management) strategies that will increase
their appropriate academic or social behaviors and/or decrease their inappropriate
classroom behaviors” (Cole, 1992, p. 195). In this statement the author provides a
description of self-management for younger children, although the central theme is
relevant for all students - specifically, strategy usage is an integral part of many self¬
management interventions designed to facilitate self-directed behavior change. She
continues by adding that the movement to provide students with interventions
encouraging self-management is ethically aligned with the belief that interventions
should be designed to foster, and work toward, student independence (Cole, 1992).
Student independence (academic and/or social) generally improves as the student
progresses through college. This improvement may be considered a form of maturity and
is expected as part of natural development. Given the expected progression toward
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independence, it is logical that academic interventions for secondary and post-secondary
students with learning disabilities would involve aspects of self-management.

Academic Self-Management Defined
There are two primary psychological principles contributing to the design of self¬
management interventions, behavioral and cognitive principles. In order to maintain
clarity in terminology in this proposal, self-monitoring will be used to recognize self¬
management strategies rooted in behavioral principles and self-regulation will identify
strategies largely influenced by cognitive science. “Generally, contingency-based
approaches target consequences of behavior, whereas cognitive-based procedures focus
more on antecedents of behavior” (Cole & Bambara, 1992, p. 198).

Self-Monitoring
A common characteristic of contingency oriented behavioral self-monitoring
interventions is the application of observable activities such as signals used to prompt
behavior, self-observation, and recording of behavior frequencies. Behavioral
interventions involve variables that are observable and measurable leading to the
empirically data-driven research.
The initial studies of self-monitoring strategies applied to academic demands
included two single subject designs presented by Broden, Hall, & Mitts (1971). These
researchers presented the effects of a self-recording intervention that targeted classroom
behavior and suggested that self-management is an effective intervention when working
to change student behaviors.
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Contemporary research efforts have continued to present research studies
examining self-monitoring interventions (Harris, Graham, Reid, McElroy, & Hamby,
1994; Maag, Reid, and DiGangi, 1992; Reid, & Harris, 1993). In a 1996 article
summarizing 23 studies using self-management methods, only two of the studies targeted
high school aged students. Both of these studies included interventions designed to selfmonitor for attention (Blick & Test, 1987, and Prater, Chilman, Temple & Miller, 1991).
The Blick and Test (1987) study compared cued and uncued self-recording for attention,
and Prater et al (1991) presented an intervention that used self-monitoring of on-task
behavior. The remaining 21 studies presented by Reid’s review were designed for
children 14 years old and younger. The majority of the studies in the review had a small
number of participants, with the median N (population) of four. The consistently small
number of participants in the reviewed experiments suggest that the interventions are
intensive and individualized, and require single-subject and between-subject
experimental designs. These designs are typical research methods of behavioral
interventions requiring intensive interventions targeting student specific behaviors.
“Self-monitoring refers to a multistage process involving the observation and
recording of one’s own behavior” (Mace, Belfiore, and Shea, 1989, p. 31). A noted
difficulty associated with methodology and implementation of self-management
interventions is the challenge involved with self-observation, self-recording, and self¬
monitoring required of student subjects. Such interventions are most effective for those
who can reliably engage in accurate self-recording behaviors. A variable such as the
ability to engage in self-observation skills may predict the likelihood of an intervention
being successful (Cole & Bambara, 1992).
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Common variables often identified in educational research implementing selfmonitoring interventions have targeted two behaviors; attention (also referred to as
academic engaged time), and academic performance (DiGangi, Maag, & Rutherford,
1991; Harris, Graham, Reid, McElroy, & Hamby, 1994; Maag, Reid, & DiGangi, 1993;
Prater, Hogan, & Miller, 1992). Monitoring for attention is not viewed as effective for
students than monitoring for academic performance. This is to say that self-monitoring
for performance is the most effective means for students with attention problems to gain
the self-awareness required for academic success and knowledge advancement (Klein,
1979; cited in Harris, Graham, Reid, McElroy & Hamby, 1994). The current literature
reflects more research interventions targeting attention as the behavior most commonly
targeted in studies which implement self-monitoring as an intervention. This may be
because the behavior symptoms often observed with inattentiveness are highly disruptive
to classroom continuity and order, thus having a larger impact on the school community
than performance behavior.
Harris et al. (1994) in their study comparing the effects of self-monitoring for
attention versus self-monitoring for performance, affirm that there is considerably less
research examining self-monitoring of performance behavior than attentional related
behaviors. All of the students who participated in the study preferred the self-monitoring
of performance condition over the self-monitoring of attention condition. Student
acceptability ratings suggest that monitoring for performance is more desirable than
monitoring for attention, indicating that the majority of students are invested in
improving their academic performance rather than their attention to required tasks. The
findings indicate that students are more concerned with monitoring their academic
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performance than monitoring their attention to tasks. What is interesting about his is that
educators were more likely to identify the disruptive behavior as the problem over
increased academic performance. It is no surprise that teachers would identify the
disruptive behavior as their primary concern, while the students themselves favored
monitoring for success. The example of this difference highlights the importance of
discovering what students prefer to self-monitor to change their behavior.
In part, self-monitoring as an intervention for students with learning disabilities
provides teachers with increased time for instruction and activities intended for all
students in the general education setting. A frequent teacher complaint is that classroom
based interventions are time consuming and difficult to manage alongside a classroom.
Additionally, a recent study indicated that a student treatment acceptability measure of an
intervention introducing self-monitoring, peer-monitoring and teacher-monitoring in the
general classroom setting revealed statistically significant findings which suggest that
students preferred the self-monitoring and peer-monitoring conditions over the teacher
monitoring condition (McCurdy & Shapiro, 1992). Herein lies a message to educators as
they prepare for student transition planning; students prefer opportunities to monitor
behaviors that indicate that they are succeeding by developing academic and social
independence. The transition process must include strategies and skills that increase
students’ abilities to employ strategies of self-management to an assortment of daily
living and vocational goals. Therefore skills must be generalizable to a myriad of
functional application in numerous settings.
Monitoring for attention is most often conducted by providing the student with a
stimulus to prompt the self-observation of attention and focus. Typically this is delivered
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as a temporal stimuli such as a series of beeps on a headphone set, or visual prompt cards
to signal self-observation. Prompts such as these are provided to students as a stimulus
indicating when target behaviors are to be recorded. It can be argued that using stimulus
prompting, such as a headphone set delivering a series of beeps, may not be appropriate
or functional for students with learning disabilities in most college classrooms. It is also
noteworthy that high maintenance and intrusive intervention strategies of this sort are
most effective and valid when inter-rater reliability occurs. To achieve inter-rater
reliability an objective third party trained in self-monitoring and systematic observation
observes the target behaviors the simultaneously with the student to ensure student
recording accuracy and accountability. An intensive intervention such as this is unlikely
to occur in the highly independent classroom environment of post-secondary settings.
Self-monitoring interventions have been successful in elementary and secondary
education settings where intensive interventions are more likely to be implemented. A
goal is that by teaching students to self-monitor acquired academic strategies, these skills
will maintain and generalize to future academic settings and prepare students improve
academic performance in increasingly independent settings. When a student enters postsecondary education, interventions utilizing graphing, self-recording of performance, and
progress monitoring over time, are more feasible than monitoring for attention which has
been reported to require more invasive high maintenance techniques (Trammel, Schloss
& Alper, 1994).
Research utilizing self-monitoring intervention strategies for students with
learning disabilities at the post-secondary level is rare, and perhaps this is because there
is very little experimental control available in highly independent settings and this is
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prohibitive of researcher observation. Therefore it is necessary to incorporate the data
collection and monitoring with strategy skills instruction and application. Interventions
of this nature can be considered cognitive-behavioral interventions because they identify
problem behaviors, and maintain data collection methods, and also provide subjects with
cognitive strategies to address problem behavior change.
There is a need for research utilizing student self-monitoring of academic
performance and progress at the post-secondary level. Although it has been suggested by
behavioral researchers that self-monitoring for performance alone may not improve
academic performance unless consistent monitoring of the intervention is conducted by
an overseeing party (course instructor, counselor, or other intervention specialists)
(McCurdy and Shapiro, 1992). Because of the need for experimental control, students in
the college setting would need ongoing support and guidance to facilitate behavioral
intervention approaches. Self-monitoring research of college students with disabilities is
a niche that has yet to gain strong representation in professional literature. This may be
because of the experimental difficulties highly independent environments pose to the data
collection methodologies of behavioral psychologists.
Currently there are no peer reviewed published research articles presenting strictly
behavioral oriented self-monitoring techniques as an academic intervention for postsecondary students with learning disabilities. Likely the procedures used to evaluate,
record, and implement self-monitoring interventions conducted in the highly structured
elementary and secondary school settings are impractical, and in some cases impossible
(lacking empirical observation and data collection opportunities) in college settings.
Despite the lack of available research in the literature, it is conceivable that alterations
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and modifications can be developed to implement less intrusive self-monitoring
interventions for college aged students with learning disabilities. It is predictable that
cognitive-behavioral self-regulatory interventions will continue to appear in the
professional literature of cognitive psychology at a higher rate because the research
methodologies employed are more easily conducted because they often do not require the
direct observation of student behaviors.

Self-Regulation
Cognitive psychology maintains the bulk of the research targeting the
development of interventions using self-management strategies for students with learning
disabilities. Much of the research that has been conducted using self-management
strategies with this population can be described as “cognitive-behavioral”, in that the
methodologies used to develop the interventions are guided by cognitive as well as
behavioral theories and methodologies. Essentially new behaviors are introduced and
reinforced while self-perceptions are examined and improved. Unlike behavioral rooted
interventions relying primarily on observable strategies such as graphing, self-recording,
and self-monitoring of variables, self regulation (while employing behavioral
methodologies) also considers cognitive defined domains such as; self-efficacy (Bandura,
1986), volition (Como, 1993), metacognition (Zimmerman & Pons, 1988) and motivation
(Pintrich & De Groot, 1990). Similar to self-management strategies utilizing self¬
monitoring as a tool promoting independent student learning and success, self regulation
shares the primary goal of providing students with strategies geared to promote individual
success and academic freedom. To better understand self regulation as a viable
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intervention method for students with learning disabilities, self regulation will be
discussed generally as an overarching strategy, as will individual social learning
components which are an integral part of self-regulatory interventions.

Components of Self-Regulation
There are three primary domains of self-regulation that are most commonly used
in the better manage academic demands. They are; metacognitive strategies,
management and control of academic tasks, and cognitive strategies assisting students’
ability to recall, understand and learn academic information (Pintrich and De Groot,
1990). Proponents of self-regulated learning assert, “self-regulated students are aware of
qualities of their own knowledge, beliefs, motivation and cognitive processing - elements
that jointly create situated updates of the tasks on which students work. This awareness
provides ground on which the students judge how well unfolding cognitive engagement
matches the standards they set for successful learning” (Butler & Winne, 1995, p.172).
This theoretical understanding is central in Butler’s “strategic content learning” (SCL)
approach to working with post secondary students with learning disabilities. Research in
SCL has found that student centered goal formation and strategy identification are
essential elements toward improving academic performance, and that training and
intervention for these students must include this active component. Otherwise students
who merely learn study skills are less likely to implement them toward academic success
(Butler, 1995). SCL includes a component of student engagement which furthers self¬
understanding and strategy use. Much of the theoretical orientation of self-regulated
learning comes from a social cognitive perspective, and is not purely cognitive. This is
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because “a social cognitive view is more restrictive insofar as it does not focus on mental
phenomena unless they are manifested overtly in some form during social and behavioral
functioning” (Zimmerman, 1989, p. 331). The social cognitive approach, which is also
referred to as social learning theory, attempts to distinguish self-regulation as highly
personal in content, as compared to behaviorally regulated factors that are predominately
environmentally oriented.
Generally it is believed that self-regulated learners are precisely what the
terminology implies, they are regulating internal factors such as cognitive processing
(metacognition) of academic demands, and monitoring external cues such as peers and
others to gain regulating feedback (Butler, 1995). Students with good self-regulating
skills do better than poor self-regulating students in research which attempts to vary out,
control or identify other hypothesized determinants of academic success (Zimmerman &
Martinez-Pons, 1986).
Self-regulated learning is difficult to summarize as a single methodology or
theory because of the varied existing theoretical definitions and research applications.
“Researchers struggle with the concept at the explanatory level, the main reason being
that self-regulated learning is located at the junction of several research fields. This
implies that investigators have the tendency to reinvent the wheel, adapting and
extending their emerging theories, instead of borrowing existing conceptual frameworks
from neighboring fields. Social scientists have been notoriously poor in such integrative
attempts” (Boekaerts, M., 1997, p. 162). There is a lack of clarity and consensus of the
definition of self-regulation. For the purpose of offering a simple summary of selfregulated methodologies, two key elements consistent in most self-regulated theories and
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research designs will be highlighted in the remainder of this chapter - these are
metacognition, and self-efficacy.

Metacognition
Metacognition is often described as what an individual knows about their learning
processes and/or long term goal setting with respect to learning. An example of a
metacognitive activity is knowing how to approach a difficult academic text, or
understand how to write a paper. Metacognition regulates the learning and understanding
of the learning, this underscores what social learning theorists value and hold as an
important component of self regulation.
One of the first theorists of metacognition as a construct was J. H. Flavell (1970,
1987). He suggested that metacognition was the primary control of memory and
comprehension processes guiding such tasks as reading and writing. Flavell (1987)
hypothesizes that there are three domains of metacognitive knowledge; knowledge about
the self, knowledge about cognitive tasks, and strategy knowledge. These three domains
of metacognition are frequently cited as important contributors to self-regulated learning
as applied to academic demands (Boekaerts, 1997).
Since Flavell’s initial identification, metacognition has been further developed as
a construct and often defined in such terms as; “knowing about one’s own cognitive
processes and the control of that knowledge as one engages in a cognitive event such as
reading and writing” (Hiebert, E. H. & Rapheal, T. E., 1996, p. 123). Research on selfregulated learning attempts to develop and enhance student metacognitive processes to
further advance their understanding of personal individual learning abilities and goal
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setting. The processes of metacognition have been reported by theorists as practices of
“selecting the appropriate strategies, testing one’s comprehension and state of knowledge,
correcting one’s deficiencies, and recognizing the utility of cognitive strategies”
(Bandura, 1996, p. 1208). Although, the degree that metacognitive strategies that transfer
from one specific task to general tasks in multiple settings has yet to be clearly defined by
existing research. The ability to generalize these skills across academic domains is a
factor in need of consideration when training students in metacognitive skill strategies.
The beauty of metacognitive skills as applied to academic challenges is that they are
functional across academic demands, and help guide student learning by improving
academic efficency. In theory, the ability to do this will increase academic confidence
thus improving academic self-efficacy beliefs.

Self-efficacy
Self-efficacy has been described as a critical component of self-regulation in
much of the literature. One definition of self-efficacy states that; “self-efficacy refers to
perceptions about one’s capabilities to organize and implement actions necessary to attain
designated performance of skill for specific tasks” (Zimmerman, 1989, p. 337).
According to Bandura (1977) who is of the most prolific theorists of self-efficacy,
“different influences change behavior in part by strengthening perceived self-efficacy.
Self-efficacy is concerned with judgments about how well one can organize and execute
courses of action required in unpredictable, and stressful elements” (Schunk, 1982, p.
552). Simply stated, it is suggested that the higher one’s efficacy beliefs are in an
academic area, the more effort, motivation, and persistence the student will maintain to
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meet and succeed in the academic demands (Bandura, 1996). Recent research suggests
that perceived self-efficacy of students (and parents) exists in domains such as; parental
academic efficacy, children’s academic self-efficacy, children’s social efficacy,
children’s self-regulatory self-efficacy, and academic aspirations - all of which are
believed to influence student academic performance (Bandura, 1996).
A recent study examining academic grade placement, gender, and academic
giftedness and how these factors influence self-efficacy and strategy usage (Zimmerman
& Martinez-Pons, 1990) provides a concise discussion of the influence of perceived selfefficacy on strategy usage. The research showed students’ selection and use of strategies
depends directly on their perceptions of their academic efficacy and reciprocally on
feedback through a cybernetic loop.
If monitoring indicates a deficiency in performance, learners’ self-efficacy will be
affected and this, in turn, will affect their subsequent motivation and choice of
strategies. According to this triadic formulation, students’ self-regulated learning is
not an absolute state of functioning, but rather varies on the basis of the academic
context, personal efforts to self-regulate, and outcomes of behavioral performance.
Self-regulated learners are assumed to understand the impact of the environment on
them overtly and behaviorally during acquisition and know how to improve that
environment through the use of various strategies” (Zimmerman, Bandura & MartinezPons, 1992, pp. 369-370).
Here it is believed that perceived self-efficacy and self-regulated learning are
inextricable from one another - with perceived self-efficacy driving the ability to selfregulate behavior. The investigation that these researchers conducted was designed to
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differentiate how self-efficacy can impact behaviors associated with self-regulation. In
the past much of the research has examined the effects motivation and self-monitoring
skills had on self-regulation - which are two of the three identified components of the
triadic view of self-regulation, with self-efficacy being the third. Again this illustrates
how self-regulation theory and intervention strategies are rooted in the theoretical
understandings of self-monitoring, motivation, and self-efficacy.

Summary
This chapter outlined the needs and challenges student with learning disabilities
may encounter as they transition from high school to college. A central theme found in
the literature suggests that this population of students is often deficient in skills of
independent learning. The overview of behavioral and social learning strategies
developed to improve student academic success is provided in this chapter to inform the
reader of the various approaches identified as important and effective means to help
change student academic behaviors. The study outlined in chapter three (the methods
section) of this dissertation will incorporate these theories and attempt to provide students
with a short term academic self-management intervention based on the theories of self¬
monitoring, self-regulation, and self-efficacy. Three domains of academic self¬
management will be defined in chapter three for the purposes of this intervention (self¬
understanding, procedural, and content mastery). These domains provide new definitions
developed to encompass the important theories presented in this chapter. The collective
perspective this dissertation research embraces will use the term “academic self¬
management” to describe an intervention approach that embraces the essential theoretical
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domains identified as critical to better prepare students with learning disabilities as
independent learners in the college setting. Before the research of this dissertation is
presented, a focused review of the available literature relevant to this research is
presented in chapter two.
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CHAPTER 2:
A FOCUSED LITERATURE REVIEW
Delineation of Sources and Research Articles
This literature review includes peer reviewed research articles published in
current academic journals. The articles were identified primarily by utilizing the
database networks, ERIC and Psychlnfo. Key words used for the search were “self¬
monitoring and learning disabilities”, “self-management and (learning) disabilities”,
“self-monitoring (management) and college (postsecondary)”, “interventions and learning
disabilities”, and “transition and learning disabilities (secondary, and postsecondary).
Relevant articles’ bibliographies were also used as resources for pertinent citations
warranting inquiry.
This second chapter includes only primary sources presenting experimental
designs relevant to the theoretical aspects presented in chapter one. Two primary criteria
were used to delineate the articles included in this chapter; current research (post 1990
when possible), and research including student subjects of at least fourteen years of age.
Correlational research which included a population of students without disabilities, such
as the first reviewed article by Zimmerman, Bandura, and Martinez-Pons (1992), are
included because they further support and inform the research proposed in chapter three
and provide a framework of research reflective of the problem definition in chapter one.
The table below summarizes the articles included in this literature review. The
articles are presented in alphabetic order in the chart, but are presented in the chapter by
the order of relevancy in light of the research proposal presented in chapter three. The
last two articles reviewed in this chapter, while not strongly relevant to the theory driving
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the presented research proposal, are important in that they illustrate typical selfmonitoring research designs.
Table 1: A Summary of Reviewed Research
Author
Butler

Year
1995

Orientation
cognitivebehavioral

Population
six adults with
learning
disabilities, age
18-36, enrolled
in postsecondary
education

Ellis,
Deshler, &
Schumaker

1989

cognitivebehavioral

13 public high
multiple
school students baseline across
enrolled in
subjects design
special
education
resource room
program with
classification of
learning
disability

Nelson,
Smith, &
Dodd

1994

social
learning
theory

Prater, Joy,
Chilman,
Temple, &
Miller

1991

behavioral

33 high school
students
receiving
special
education,
average age 15
years 6 months,
labeled with a
learning
disability
5 students with
learning
disability
classification,
ranging in age
from 12-11 to
17-2

Design
six parallel
case studies
embedded
within a single
group, pre-post
design

pretest-posttest
control group
design

5 single subject
designs: 1)AB
2) ABC
3) ABAB
4 & 5) multiple
baseline across
settings. All
included fading

Findings
Strategic content !
learning improved
students’ task
performance.
Gains also noted
in perceptions of
self-efficacy,
metacognitive
knowledge, &
self-regulation
during learning.
Enhancing
students’ roles as
control agents in
strategic
functioning
increased their
verbal expression
of metacognitive
knowledge and
ability to generate
task-specific
strategies.
Learning strategy
instruction
resulted in
positive changes
in completing job
applications.

Subjects’ use of
self-monitoring
behavior in both
special and regular
education settings
corresponded with
an improvement of
on-task behavior.

Continued next page
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Table 1 continued.
1989

behavioral

67 12th grade
students
identified with
a learning
disability,
attending a
vocationaltechnical
school

pretest-posttest
control group
design

Significant
improvement in
problem¬
solving and
job-related
social skills
following
participation in
self¬
management
training
program.

Trammel,
Schloss, &
Alper

1994

behavioral

multiple baseline
across subjects
design

A positive
relationship
between self¬
monitoring of
assignments
and assignment
completion.

Zimmerman
Bandura, &
MartinezPons

1992

social
cognitive
theory

8 students
diagnosed with
specific
learning
disability,
ranging in age
13-2 to 16-0,
attending rural
public school
& receiving
resource room
services
102 9th & 10th
grade high
school students

correlational
research

Correlation
between beliefs
in efficacy for
self-regulated
learning and
perceived selfefficacy for
academic
achievement.
Influences
effected final
academic
achievement.

Shapiro

r

Zimmerman, Bandura, and Martinez-Pons (1992)
The correlational study, “Self-Motivation for Academic Attainment: The Role of
Self-Efficacy Beliefs and Personal Goal Setting” by Zimmerman, Bandura and MartinezPons (1992) examines students’ self-efficacy beliefs as well as academic goals. Their
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hypothesis is that students’ self-efficacy beliefs, students’ academic goals, and the
academic goals parents have of their children, have causal relationships that influence
student academic performance.
This study is informed by the theoretical orientation of the authors; each prolific
contributors of published works central to the inquiry of this article that is evident in their
bibliography. Self-efficacy, and motivation are both theorized to be components of selfregulated learning; Zimmerman (1990) suggests that, “academic self-regulation is
concerned with the degree to which students are metacognitively, motivationally, and
behaviorally proactive regulators of their own learning process” (p. 5). Additionally, it is
believed that self-regulated learners must identify goals, and apply appropriate and well
developed strategies which lead to the successful attainment of these goals (Bandura,
1986).

Causal Relationships in Self-Regulated Academic Learning
Academic goal setting and the ability to identify strategies targeting academic
tasks are hypothesized to have causal relationships with improved academic performance.
Additionally the ability to modify goals and strategies is attributed to metacognitive skills
that guide the modification process. Such metacognitive processes are hypothesized to
be among the primary components of self-regulated learning. It is suggested that, “Self
regulated learners direct their learning processes and attainments by setting challenging
goals for themselves, by applying appropriate strategies to achieve their goals, and by
enlisting self-regulative influences that motivate and guide their efforts.” (Zimmerman, et
al., 1992, p. 664).
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Subjects
i

This study initially included 116 ninth and tenth graders from two high schools in
an urban Eastern US city. The final number of participants was 102, as a result of two
occurrences of parental refusal and twelve exclusions due to parental failure to respond to
consent forms. The final 102 included 50 boys and 52 girls. School demographics
included residents from lower-middle class communities comprising a relatively diverse
population (17% Asian, 34% Black, 23% Latino, 24% White - two participants did not
indicate their ethnicity). The population for this study was randomly selected by the
researchers from a general Social Studies course required of all students in the ninth and
tenth grades. The random selection from the entire school population makes this a true
experimental design. All students, school wide, were enrolled in this course regardless
the achievement status of the student.
Five teachers agreed to participate in the study, which allowed the population to
be selected at random from any of the social studies courses, of which, each teacher
taught at least two. Thereby providing a representative sample of students attending the
participating high schools in this study.
Included in this study were two domains of inquiry; perceived self-efficacy and
grade goals. To examine the students’ perceived self-efficacy, two subscales were
selected from the “Children’s Multidimensional Self-Efficacy Scales”: the “Self-Efficacy
for Self-Regulated Learning Scale” and the “Self-Efficacy for Academic Achievement
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Scale” (Bandura, 1989). The “Self-Efficacy for Self-Regulated Learning Scale” is an 11
item scale examining students’ perceived ability to apply self-regulated learning
strategies. The second subscale, the “Self-Efficacy for Academic Achievement Scale”,
examined students’ perceived capability in the following nine academic domains:
mathematics, algebra, science, biology, reading and writing language skills, computer
use, foreign language proficiency, social studies, and English grammar. The scales are
seven point scales with responses ranging from “one = not well at all”, to “seven = very
well”.
Measures for grade goals were obtained from both the students and the parents.
The scales used to collect data on grade goals were adapted from rating scales developed
by Locke and Bryan (1968). Locke and Bryan (1968) suggested that the high correlation
between grade expectancy and grade identification together predict overall student
academic outcomes. Furthermore, the combination of expected grade and identified
grade, provided a valid measure of what they termed as the student’s “goal index”. In
the Zimmerman et al. study (1992) the data collected using the questionnaire included
students’ and parents’ responses to questions which requested an identified letter grade in
terms of five grade levels: 1=F (0-59%), 2=D (60-69%), 3=C (70-79%), 4=B (80-89%),
5=A (90-100%).
Parallel goal items were also formulated to quantify the goal levels parents
expected of their children relative to the social studies class. The first was the question,
“What academic grade do you expect your child to receive in the social studies course?”
and the second was, “What is the lowest academic grade you find satisfying for you child
in this course?” (Zimmerman et al., 1992, pp. 667). Parents identified a letter grade for
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each question respectively, and each response set established a single measure of
“parental grade goals”. The questionnaire was used to collect the student and parent data
at the beginning of the semester. The parent questionnaires were sent home with the
students, filled out by the parents, and returned in sealed envelopes.
Other data collected by the researchers were the final grade each participating
student received in social studies at the end of the semester as well as social studies
grades from the year prior to the study. Grade level data in social studies provided direct
information regarding student achievement in the past for the course targeted for the
study (social studies). The authors note that, “from a social cognitive perspective, this
measure provided the most relevant previous academic experience that could influence
students’ perceptions of their efficacy and goal setting” (Zimmerman et al., 1992, p. 667).
The reliability of the two self-efficacy scales was found to be high as determined
by the application of Cronbach alpha reliability tests. This study reports a .87 reliability
of the “Self-Regulated Learning Scale”, and .70 for the Self-Efficacy for Academic
Achievement Scale. Student grade goal items obtained a correlation of .65, while the two
parent grade goal items correlated at .45. Cronbach reliability coefficients were both
within the acceptable range of reliability with reporting at .80 with respect to the student
goal items and .63 for the parent goal items (Zimmerman et al, 1992).

Findings
Descriptive statistics were reported as the means and standard deviations of the
two self-efficacy questionnaires. One scale examined self-efficacy for self-regulated
learning, and the results showed that students reported their self-efficacy lowest when
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there was an option to participate in an activity that was considered more desirable than
studying (M = 3.49). Students rated their self-efficacy highest with respect to their ability
to take notes during class instruction (M = 5.34). Another self-efficacy scale was
administered which examined self-efficacy for academic achievement. Results showed
that students ranked their academic self-efficacy lowest when learning foreign languages
(M = 4.41), and highest when learning reading and writing language skills (M=5.97)
(Zimmerman et al, 1992).
Similarly, means and standard deviations derived from the casual model variables
were reported. Social studies grades were shown to be slightly higher for the second
year, as compared to the year prior to the study. Students’ mean final grade in social
studies was slightly higher than that of the prior year grade (M of final grade = 3.75, M of
previous year’s grade = 3.43).
The mean perceived self-efficacy for self-regulated learning ranked slightly below
the pretty well level (M = 4.53), and the mean perceived self-efficacy ranked marginally
above the pretty well level (M = 5.16). Students’ expected grade goals and lowest
satisfying grade goals were similarly ranked with M = 3.21 and M = 3.16 respectively.
Parental grade goal rankings were higher than student reported grade goals with the
expected grade goal of M = 4.22, and a lowest satisfying grade average of M = 3.74.
These results indicated that the parent reports represented significantly higher
expectations than those of the students.
Correlation coefficients were computed among different variables in this study.
Statistically significant positive correlations existed between the following variable sets:
students’ prior grades in social studies correlated with academic self-efficacy, student
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grade goals, parent grade goals, and the final course grade; students ’ perceived selfefficacy for academic achievement correlated with students’ grade goals and their final
grades in social studies; grade goals of parents correlated significantly with student grade
goals; students ’personal grade goals correlated with their final grades in social studies;
and finally students ’perceived efficacy for learning correlated positively with their self
efficacy for academic achievement (Zimmerman et al, 1992).
A series of regression analysis were conducted prior to the testing of selfmotivation. Students’ school and class membership among the four classes who
participated in this study indicated insignificant findings between groups. Because of the
lack of significance, background factors (such as demographic information) were
excluded from the final path model in this study.
Multivariate analysis found that there were no statistically significant findings
within the casual paths that were ultimately excluded from the final analysis. Despite
exclusion from the final analysis there are two noteworthy factors that were found to
account for a large percentage of the variance. “The model of self-motivation and
students’ prior grade achievement was predictive of their final grade in their social
studies course, R = .56, p < .01, and accounted for 31% of the variance in their academic
attainment” (Zimmerman et al., 1992, p. 669).
Parents ’ grade goals was the only path found to be significant among the
motivation factors with respect to their child’s previous social studies grade. No other
paths between students’ prior grades in social studies were found to be significant when
analyzed with the motivation factors. Nor was there a significant causal path between
students’ prior grade goals and the final grade in social studies.
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A statistically significant causal path was found between students’ perceived selfregulated learning and perceived self-efficacy for academic achievement (P = .51). This
is consistent with the hypothesis suggesting that students’ beliefs in their own skill level
of independent learning and academic success are correlated with their perception of their
own academic achievement. It was reported that there were significant causal
relationships between students’ perceived self-efficacy for academic achievement and
their actual final course grade (P = .21) and their personal goals (P = .36). In addition,
there was a causal relationship found between students’ grade goals and the final grade
obtained in social studies (P = .43), as well as students’ personal goal setting and parents’
grade goals (P = .36).

Summary
This study was described by the researchers as “an initial effort to test a social
cognitive model of academic self-motivation for subsequent academic achievement in a
regular class” (Zimmerman et al., 1992, p. 670). Correlational statistics suggest that
students’ perceived self-efficacy for academic achievement and students’ identified grade
goals comprised of 31% of the variance with respect to the actual course grade received
in social studies. Further explanation of other contributing factors of grade attainment
were not cited in this study, although the authors claim that social cognitive theory
supports the consideration of other factors. For example it was stated that, “additional
motivators may be outcome expectations in the form of anticipatory social and selfevaluative consequences which operate as significant contributions to personal
attainments” (Zimmerman et al., 1992, p. 671).
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This research is valuable by reiterating what many educators and parents have
experienced with their students/children. Specifically, that the higher the goals and
standards students set for themselves, the higher the academic attainment. This research
also suggests that academic performance is significantly reliant on self-motivational
factors maintained by students with respect to academic goals and success.
The face value of this study may elicit the critique that it is not surprising that
these findings suggest that student self-expectation and motivation are the largest
predictors of academic success, but what does this study suggest as practical applications
when working with students in the classroom?” The answer to this question may not be
entirely clear given the arduous correlational statistics and path analysis included in this
research, although the study does suggest that students are motivationally reinforced
when they have metacognitive skills they can access guiding strategy use leading to
academic success.
This research offers a perspective suggesting that further assessments examining
the factors influencing motivation, self-efficacy, and goal setting are necessary when
working with all students. Given the general population targeted for this study, it can
only be hypothesized that these areas are important when working with secondary and
post secondary students with learning disabilities. It has been suggested that post¬
secondary students with learning disabilities report that they have significantly lower
self-esteem, self-efficacy, academic adjustment, and personal-emotional adjustment than
their non-disabled peers (Saracoglu, Minden & Wilchesky, 1989). It can be hypothesized
that students with learning disabilities not only need specific academic interventions
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targeting content skill improvement, but need interventions which also address influential
factors such as self-esteem, self-efficacy, and adjustment.
The difficulty with the study is that, despite the sophisticated research design,
u

-

strong internal validity, and relevant findings, it offers little to no clear and tangible
strategies that could be used with students with deficits in the areas identified as essential
(self-efficacy, and strategy skill development). Especially with respect to what areas are
necessary to target when working with student skill development and perceived ability.
The lack of intervention utility provided by this research is partly because it holds little
external validity for student populations who are difficult to teach or lack requisite
academic skills - characteristics often seen among students with disabilities. Because of
\

the lack of treatment utility suggested by correlational studies (despite being necessary to
establish the validation of theoretical assertions and conclusions) the remainder of the
studies reviewed in this chapter will be intervention-based outcome studies targeting
academic and social performance of students with learning disabilities.

Ellis, Deshler, and Shumaker (1989)
The first of the outcome-based studies included in this chapter is a study by Ellis,
Deshler, and Shumaker which examined “students’ role as control agents for strategic
functioning” with respect to academic tasks in a public high school setting (Ellis,
Deshler, & Shumaker, 1989, p. 117). This study represents one of the few published
intervention designs with the primary goal to improve adolescent students’ ability to
create new strategies and/or generalize existing strategies relative to varied academic
demands. The primary reason the Ellis et al. (1989) study is included in this literature
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review is to illustrate how an intervention of this nature, rooted in social cognitive theory,
is hypothesized to improve the academic success of adolescent students with learning
disabilities. It is appropriate to cite this article following the correlational study by
Zimmerman et al. (1992) because the theoretical orientation of the two studies are from
the same social learning theory discipline.

Procedural and Content Strategy Skills
This study is relevant to the core intent of this project because the target
population consisted of adolescent students identified with learning disabilities who were
taught metacognitive strategy skills intended to improve their academic performance.
Another important aspect of this study is that both procedural skills (skills which assist in
the identification of strategies) and content skills (skills which assist the self-assessment
of content skill areas) are domains that can be identified as strategy skill areas.
Identifying the skill areas as procedural and/or content in origin is particularly relevant to
the design of this dissertation. Part of the design was based on the notion that students
trained in both procedural and content skill areas would achieve greater academic
success.

Subjects
The researchers randomly selected thirteen students from a pool of students with
learning disabilities who volunteered to participate in the study. The criteria used to
identify students as having a “learning disability” was in accordance to a 15-point
discrepancy between ability performance and achievement performance on nationally
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norm-referenced standardized tests. The volunteer pool included students from the 10th,
11th, and 12th grades and the mean age of the participating students was 17 years, 3
months. Parental permission was obtained for all participating students. Students were
not included in the study who did not qualify as homogenous because of unique
differentiating factors such as; physical disabilities, emotional disabilities/disturbances,
economic, environmental and/or cultural disadvantage. The criteria used to select
students was not reported in detail and it could be argued that the discriminate criteria
hindered a selection representative of all of the students with learning disabilities in this
high school. Conversely, exclusionary criteria did increase homogeneity that ultimately
strengthens internal validity.
All of the students in this study had participated in a Learning Strategies Program
prior to the intervention, and it was reported that all students previously involved in the
program had mastered between two to nine of the twelve targeted task-specific strategies
in the program curriculum (M = 4.6, SD = 2.36). It was not reported if all of the students
with learning disabilities in this high school had participated in the Learning Strategies
Program. If this were the case, it could potentially increase the homogeneity within the
entire population of students with learning disabilities within the school, thus increasing
the ability to generalize the outcome of the study to other students.

Method
The intervention program targeted three academic domains for strategy
implementation. The domains were, reading, writing, and test taking skills. The targeted
reading skills were; word attack, interpretation of visual aids, self-questioning, and
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textbook reading. The writing domain targeted composition and error monitoring,
sentence generation, paragraph writing, and theme writing. And the third domain, test
taking strategies, included test taking, test preparation, first-letter mnemonic formulation,
listening, and note-taking (Ellis et al., 1989).
The strategy skill areas included the three following skill areas; executive strategy
procedures, instructional material usage, and training procedures. The executive strategy
procedures included the application of a problem solving approach to academic demands.
The procedure was, “designed to enable the student to (a) focus on a problematic
situation, (b) identify and analyze the critical features of the problem, (c) generate a series
of problem-solving steps, and (d) monitor the effectiveness of the self-generated strategy
and make necessary modifications” (Ellis et al., 1989, p. 112).
The problem solving approach can be defined, for the purposes of this paper, as a
procedural skill strategy. Procedural in that the strategies used with the problem solving
approach identifies a procedure that can be used when encountering a myriad of
academic demands. Three sub strategies were presented to the students as tools to use
when they encountered problematic and stifling academic challenges. The three sub
strategies introduced were what Ellis describes as Zero-in-IDEA, TASC, and ECHO.
These three procedurally based sub strategies were presented under the unified
subordinate strategy - SUCCESS (Ellis, 1985).
The Zero-in-IDEA sub strategy was intended to train students to critically
approach various types of academic problems by identifying their own personal strengths
and weaknesses relative to the assigned academic demand. (This process can be
categorized as a procedural strategy, but it is also content specific in that it requires
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students to critically examine the academic task and assess their strengths and
weaknesses relative to the demand). When individual strengths and weakness were
identified, students developed specific strategies that capitalized on their critical analysis
of the problem.
TASC assisted the process of strategy formation because it promoted strategy
development (a procedural skill). TASC was introduced to the students as a process
where they were trained to identify strategic steps, in “before-and-after” chronology in
order to gain an understanding of the sequential manner in which to address problem
academic areas. The third sub strategy, ECHO, was presented to the students as a process
of refining the strategies developed by implementing the two prior sub strategies. This
approach to problem solving is similar to other problem solving models in that it is a
process of monitoring, evaluating, adjusting and refining strategy applications that work
best relative to the problem at hand.
SUCCESS was the subordinate strategy that attempted to unify these three sub
strategies in a seven step process. The first two steps incorporate Zero-in-IDEA, the
second two include the TASC sub strategy, and the last steps are centered around the
ECHO sub strategy.
S = Sort out the most important demand of the problem
U = Unarm the problem by identifying the critical trouble spots.
C = Cash in on your old strategies, experiences, and observations of others.
C = Create a strategy for solving this problem that will work on all similar problems.
E = Echo your strategy (sub strategy ECHO)
E = Evaluate the strategy as you try it
C = Change the strategy to make it work better for future use
H = Have another try and re-evaluate it
O = Overleam your strategy
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S = See how well your strategy works in different situations.
S = Save your strategy.

(Ellis etal., 1989).

Students were trained to use these strategies during instructional periods that
ranged from 20 to 40 minutes per day in resource room settings. After the students
showed mastery, evaluated by the researchers as successfully completing the training
tasks (i.e. applying sub strategies to mock academic difficulties), they were asked to
apply these same strategies in the general classroom setting. If there was no indication of
grade improvement, and if participating students’ grade markings in the classroom did
not increase from the baseline measure over time, students were then retrained in sub
strategy usage. This training phase of the intervention served two primary purposes by
encouraging skill generalization and application maintenance.
Following the training phase students were asked to choose the class in which
they were to apply the sub strategy training. Students spent three weeks identifying a
problem in the general classroom setting, and then reported their self-generated strategies
and outcomes to the instructional training group.
The entire training and implementation of the executive procedures included ‘^testing the student’s current level of functioning, describing and providing a rationale
for each step of the executive strategy, modeling the strategy while thinking out loud,
having the student verbally rehearse the strategy steps to 100% criterion, having the
student practice the strategy on artificial problems, having the student apply the
strategy to real life problems, and testing the student’s use of the executive strategy
after the student had reached mastery” (Ellis et al., 1989, p. 118).
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The three conditions of data collection with this experimental design included; a
Base Line condition, a During Training condition, and the Targeted Class condition
(students who targeted a specific class were compared to those who did not). Grade
measures were reported descriptively because of time restrictions inhibiting a valid
baseline measure. It was reported that “grades were tracked in 23 classes for six weeks
prior to the executive process training and five weeks following the training” (Ellis et al.,
1989, p. 112). Although it was not specified which classes corresponded to which
participating student thereby making it difficult for the reader to discern the methodology
relative to the class grade data collection. All participating students’ classes were tracked
during the training phase of the intervention. Following this phase, courses were
differentiated in terms of classes where generalization of the training was evidenced, and
where it was not. These two categories were randomly sampled and tracked for the
remainder of the intervention. The researchers compared the courses in which the
generalization training procedure was necessary (Targeted Class) and where
generalization had already occurred (Non-Targeted Class).
The experimental design implemented multiple baseline across students. Three
student baseline measures were gathered for all three conditions until one student had
obtained stabilized measures for all three conditions. The first student was then trained
using the executive strategy training procedure while baseline data collection continued
for the other two students. The second student was presented the strategy training after
the first student had evidenced improvement on all three conditions. The third student
was trained when the same circumstances were met with the second student as it were for
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the first. This method was repeated with three other students, and again with additional
four students.
Three specific domains were measured, they were; metacognitive knowledge
(assessment of the awareness of task-specific strategies), near-generalization (assessing
the ability to apply strategies to novel problems), and far-generalization (social validity
measures which included class performance and teachers’ perceptions).
Two probes were developed to assess metacognitive knowledge. The first, the
Metacognitive Awareness Probe, targeted ten key executive behaviors and also was
utilized to determine whether target students could verbally describe the ten identified
executive behaviors. The executive behaviors were previously identified and validated
by Ellis (1985). Specific features of the behaviors were examined. These included; the
ability to assess difficult academic demands, the recognition of specific task strategies,
and the self-assessment of strengths and weaknesses when academic challenges were
encountered. The Metacognitive Awareness Probe also included a brief structured
interview and presented each student with a question specifically probing executive
behavior awareness. The question asked was; “What are some of the things that are
important to do when making up and using a learning strategy?” If a student had
difficulty with the question, the interviewer deferred to the following question: “So far,
you have learned several learning strategies in the Learning Center. Teachers have
always been the ones to make them up. If you decided to make up your own strategy,
what are some of the important things to do in order to make it up and use it?” (Ellis et
al., 1989, p. 112). Each interview was recorded on audiotape and scored by a certified
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school psychologist. When the tapes were scored, the psychologist reported which of the
ten executive behaviors were identified by the individual student.
The second probe measuring metacognitive skill development was the Demands
Assessment Probe. This probe was also validated by Ellis (1985) and designed to
determine students’ ability to verbalize problem-solving approaches to academic
difficulties. This probe sought to identify the key component of an academic problem, as
well as sequential subordinate approaches to working effectively with the problem.
Unlike the first probe, with the Demands Assessment Probe students were prompted with
cues that provided students with the opportunity to use the prompts to identify and
analyze the problem. Student responses were recorded and weighted by the scorers with
respect to the sophistication of the response.
Near generalization measures were collected to assess students’ ability to identify
effective strategies to novel problems. This measure also recorded whether a student
applied strategy skills from past experiences of problem solving. The probe was
developed to be administered in two parts. The first component was administered to the
student on day one, and the second part was presented to the student the next consecutive
day. This allowed the researchers to pair each question asked the first day with a similar
problem the second day to determine if students were generalizing strategy identification
across similar problem scenarios. Each problem scenario was answered in writing and
scored according to the number of the four key executive behaviors included in the
SUCCESS training sessions. The four executive behaviors were: “student self-generating
a strategy or modifying steps to an existing strategy, sequencing the strategy steps
appropriately, encapsulating a strategy using some form of remembering system, and
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designing the strategy not to be situation specific” (Ellis et al., 1989, p. 110). The second
day like-question probe was designed to identify if students generalized any of the four
executive behaviors, and each probe was examined to determine if the strategy was,
“ineffective, appropriate, or ideal for solving the problem presented in the scenario” (Ellis
et al., 1989, p. 110).
Far-generalization measures were collected by administering a weekly
questionnaire (five-point likert format) and grade estimation form (fill in the blank)
completed by the classroom teacher. The purpose of this measure was to determine
overall student classroom performance. Teachers’ responses were important because a
letter grade may indicate course improvement, but it may not possibly reflect students’
strategy implementation, therefore the questionnaire provided information to differentiate
success relative to the research questions.
Interobserver reliability was reported at 99% agreement on the Executive
Awareness probe, 91% agreement on the Demands Assessment probe, and 90%
agreement on the Near-Generalization probes. Interobserver agreement was achieved by
a second observer 20% of all occasions for each measure respectively.

Findings
The results of this research were presented in the article under the subheadings:
Metacognitive Knowledge, Near-Generalization, and Far-Generalization. Initial results
were reported for the first set of three students. Prior to the training, students’ scores
averaged 25% on the Executive Awareness Probe and 11% on the Demands Assessment
Probe. Following the training the student average on the Executive Awareness Probe was

49

97%. All students evidenced a significant gain in the area of metacognitive knowledge,
as defined by the researchers, following the training procedure.
The Near-Generalization factor identified if students were able to formulate and
apply new strategies to their academic work. Near-Generalization was measured by
student responses to the paired problem scenarios presented to the students on two
consecutive days. For the primary student set examined (the initial three students), all
three students showed a marked increase in the area of Near-Generalization (averaging
22% at baseline, and 84% after the training sessions). These finding are similar for eight
of the ten students who completed this intervention.
The Far-Generalization measure was completed from data collected by the
students’ teachers. This process included a systematic assessment of the students’ quality
of work, self-reliance, and grades. With respect to quality of work, there were no
significant changes in teachers’ perceptions of student work quality across all phases of
the intervention. Similarly, the self-reliance assessment showed that the teachers’
perceptions of the students rated satisfactory for the students prior to the intervention
phase. Following the executive training procedure teachers’ perceptions remained
similar to those prior to the training, although it was found that in the targeted classes
where students were to develop specific strategies for identified problems, teachers’
perceptions of student self-reliance increased significantly. This finding suggests that
students’ exhibited behaviors associated with increased self-reliance when they were
challenged to generalize learning strategies in a targeted general classroom setting.
Students’ grade performance, derived from weekly teacher report, revealed varied
findings throughout the conditions of the study. Overall, it was suggested that students’
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grade performance is more likely to increase if the student has a grade of C- or higher at
the time of baseline. It is hypothesized that this intervention is not powerful enough to
break patterns of failure in courses where students are performing well under expected
levels (D and F).
Seven of the 13 students increased their grades during the course of this study,
although during the During Training condition there actually were a number of students
who showed a decline in grades. The 12 classes where improvement did not occur with
the During Training condition students were asked to identify specific strategies in seven
of these courses. This phase, the Targeted Class condition, revealed a gain in grade
performance. In the five classes where grades did not improve with the During Training
condition, and students were not instructed to participate in the Targeted Class condition,
there was a decrease in grade performance. Finally there were three courses where
improvement was identified with the During Training condition and students were
instructed to apply the Targeted Class condition, there was an increase of grades (with the
majority of the grade increase reported with the During Training Condition (Ellis et al.,
1989).
The internal validity of this study appears sound with respect to identified
variables and research design. The external validity of this study is strong offering
potential future interventions of metacognitive training strategies to students with
learning difficulties.
Treatment acceptability was not measured in this study and as a result it lacked
the vantage of student and teacher input with respect to their acceptance and perceptions
of the intervention. The researchers suggest that this study could have been simplified by
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decreasing the complexity of the three metacognitive domains and the unifying
subordinate domain. Modifications of this design would be helpful in the future because
the many variables examined by the path analysis made data collection, analysis, and
reporting cumbersome. Complex research designs can potentially decrease treatment
acceptability and intervention replication because they are difficult to conduct. Future
inquiries and interventions in this area would benefit from clearly defined target variables
and fewer dependent variables. These modifications could potentially lead to a more
elegant and manageable experimental design. As is, this study serves two main purposes;
one is that it suggests a viable research domain for students with learning disabilities, as
well as contributing to research emphasizing the importance of metacognition and
learning.

Summary
Three important conclusions can be highlighted from this research. First, students
demonstrated poor skills with respect to verbalizing metacognitive knowledge of strategy
use for academic improvement. Second, that students showed a great increase in the
ability to verbalize metacognitive knowledge following the training. And third, students
who learned these skills increase their ability to generalize their application to their
general classroom work. It was reported that only half of the students were able to
generalize these skills to the general classroom setting without additional training
designed to promote generalization (the Near-Generalization condition). This suggests
that ongoing re-training may need to occur to assist students with the maintenance of the
metacognitive skill development.
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Another finding suggested that students whose grades did not improve for the
During Training condition, with subsequent targeting of a class for strategy use,
experienced an average of an entire letter grade increase. Whereas the students whose
grades increased for the During Training condition, did not show significant grade
increases when these courses were identified as the target course for strategy
implementation. The researchers suggest that students who are already generalizing
executive strategies in the general classroom settings do not benefit significantly from
further generalization training in targeting these specific classes.
This research-based intervention offers this literature review of this paper
several valuable insights. Of significance is the notion that metacogmtive skill trainings
can positively effect academic challenges for students with learning disabilities.
Furthermore it supports the assertion that it is important to consider and integrate
metacogmtive training into interventions which teach skills and help students organize
their academic challenges. This research, as well as the Zimmerman et al (1992) study,
underscores the need to include metacogmtive trainings of executive functions into
interventions teaching strategy skills to students with learning difficulties. Additionally,
this cognitive-behavioral intervention, which targeted academic improvement for
adolescents with learning disabilities, emphasized the importance of the near- and fargeneralizability of self-regulated learning strategies. It is important when working with
older populations of individuals with learning disabilities to consider how learned
strategies are generalized to novel tasks. Ultimately strategies are best when they offer
functional application across settings. Finally, it is very helpful when researchers discern
how identified strategies are accepted by students and the educators who teach them. To
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this end, students are granted access to academic challenges with strategies that lead to
increased independence.

Butler, 1995
Strategic Content Learning
Butler’s intervention was the only peer-reviewed research effort identified in an
exhaustive literature search that applied a self-management intervention approach to
academic demands solely with post-secondary students with learning disabilities.
Strategic Content Learning (SCL), “represents a shift in focus....rather than teaching
specific strategies, the approach helps students to generate strategies designed to achieve
specific and personally meaningful goals” (Butler, 1995, p. 172). Butler cites research
suggesting that adults with learning disabilities are not as skilled at applying strategies to
academic demands as similar aged peers (Swanson, 1990). Therefore, it is critical to
consider the content of the academic challenge as well as the procedural usage of strategy
skills to manage the academic challenge. This research hypothesized that SCL training
sessions can offer post-secondary students the opportunity to, “set goals, implement
strategies, monitor success, and adapt goals or strategies as required” (Butler, 1995, p.
173). In turn, this would result in increased student performance and academic
independence. Similar to Ellis’ (1989) research, it was expected with this intervention
strategy that students would improve their ability to identify strategies and apply them to
targeted academic areas of concern. Along with the prediction of positive academic
effects resulting in improved performance, it was also expected that students’ selfefficacy toward learning and strategy development would increase. With the increase of
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academic self-efficacy, students were predicted to gain a better sense of control over their
academic tasks, attribute success to their abilities rather than luck or easy material, and
view academic difficulty as needing to apply skills differently rather than the attribution
of a general personal deficit (Butler, 1995).
Butler suggests that SCL training contributes to the generalization of strategy
development to non-training settings, and that students can maintain these tasks and
generalize them across demands. This study suggests that the generalizabilty and
maintenance of task strategies are strengthened by the individualized nature of the
intervention design.

The Cognitive Schema of SCL
Butler describes the critical aspects of the theoretical orientation of this research
as fitting into a cognitive schema. An interplay is hypothesized to exist between the
several identified cognitive domains (content knowledge, strategy use, achievement,
attribution, and self-efficacy) and the intervention itself. These cognitive domains are
believed to be effected and activated by the application of an SCL intervention.
Before a description of Butler’s research is presented, a brief presentation of the
schema of SCL will further inform the application of SCL as an intervention. SCL as an
intervention consists of three identified hierarchical support areas important to selfregulated learning. They are; goal setting, implementing strategies, and self-monitoring
for success. These three components are dynamic and work together in a cyclical process
of goal setting, strategy implementation, and monitoring for success. Ail of which are
procedural skills. Goals and strategies are continually monitored for effectiveness
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throughout the course of an SCL intervention. One example of the cyclical process is
that goals are initially monitored for effectiveness followed by the implementation of a
strategy. The cycle is complete once the process of goal setting and strategy
implementation is monitored again for success. A second example of how this cycle can
manifest may include monitoring for success, implementing a strategy, and returning to
monitoring for success once again.
The theoretical underpinnings of this intervention approach maintains a cyclical
process which Butler concedes is a cognitive interplay. The cognitive domains include
knowledge of: varied cognitive strategies (procedural, declarative or conditional), and
tasks (represented by goals). Butler suggests that strategy usage is primarily influenced
by identified goals, prior achievements, attributions of success, and self-efficacy beliefs.
She describes strategy usage as the development, implementation and evaluation of a
strategy. Achievement, which Butler asserts directly influences strategy use, is explained
as both task performance (procedure), and content knowledge (content). Attributions are
also considered in Butler’s schema, and are described as how one self-explains their own
achievement. The attributional beliefs one has of their own success influences their
perceived self-efficacy and understanding of effective strategy use. Self-efficacy, simply
stated, are the self-perceptions of competence and control one experiences when
approaching difficult academic work. Thus, it is believed that attributional beliefs
influence one’s perceived self-efficacy.
Knowledge, strategy use, achievement, attributions and self-efficacy, all
contribute to the transfer and generalization of strategy use. The transfer and
generalization are “maintaining the same task across contexts and the strategic ability to
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process strategies across tasks” (Butler, 1995, p. 174). By addressing the factors
contributing to successful strategy use, SCL becomes a viable intervention for post¬
secondary students with learning disabilities.

Subjects
Student participation was solicited by local advertising in the greater Vancouver
area. It was advertised that academic assistance was available for post-secondary
students with learning disabilities. Six participants were identified for this study. All
were required to present documentation identifying them as having a learning disability
as indicated by a discrepancy between cognitive and achievement abilities. The
discrepancy in these areas were identified by the administration of nationally norm
referenced standardized tests by authorized professionals. The participating students were
either enrolled in a community college, vocational training program, or graduate school.
One participant in the study was recently identified as having a learning disability as a
result of brain surgery. The other 4 students reported had no documented medical
etiologies related to their identified learning disabilities. The age range of the
participants was 18-36 years of age.
Prior to the intervention all of the participants were administered subtests of the
Wechsler Adult Intelligence Scale - Revised (WAIS-R; Wechsler, 1981) as a means to
collect to gather standardized information common among participants. The subtests
administered were Vocabulary and Block Design (roughly measuring Verbal and
Performance abilities), and Digit Span (as a rough measure of memory). This non-
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diagnostic short form assessment provided the researcher with a snapshot of the
differences of participant performance across subtests.

Method
The experimental design was explained as, “six parallel case studies embedded
within a pre-post, single-group design” (Butler, 1995, p. 174). Pre and post test measures
allowed for the researchers to analyze individual changes over the intervention phase.
The single-subject design provided an in-depth understanding of how each individual
participant responded to the intervention, and how the intervention contributed to
improved academic success. The comparison between subjects provided the ability to
examine common within-group trends. It was reported that the experimental design
allowed for qualitative and quantitative data collection that the researcher identified as
important when documenting SCL approaches because of the personal, as well as
academic, nature of the intervention. The qualitative information illustrates the
individualized differences between the subjects in terms of targeted problem areas and
strategic approaches, and the quantitative data allows for statistical analysis of the
intervention results.
The procedure began with each selected student meeting independently with the
researcher. During the introductory meeting each student was asked to identify an area of
academic difficulty, describe the difficulty, and report current strategies. Student report
in this area guided the initial objectives for the individualized interventions. Three of the
participants identified writing demands, two decided to work on reading comprehension,
and one chose to work on difficulties in a statistics course (Butler, 1995). During this
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initial session, students were also asked to verbally respond to a task strategy interview,
and then to provide written responses to the metacognitive, self-efficacy, and attribution
questionnaires. Students’ strategy skills were assessed in both a pre- and post-test
measures requiring them to engage in their identified task. The pre- and post-test
measures allowed the researcher to monitor and analyze changes made in strategy use,
academic improvement, metacognitive awareness, perceived self-efficacy, and self
understanding of attributional factors. These reflect the areas identified in the SCL
schema previously described.
The intervention began one week following the introductory session, and
individual researcher-participant meetings continued throughout the remainder of the
semester. Meetings ranged from once or twice a week with an average of one to two
hours total per week. The mean number of meetings held per student was 11.67, and the
mean number of total hours per student was 17.25.
The primary focus of each session was to address the identified task and review,
and modify the strategies being used to meet academic objectives. Throughout the
development and modification phase of identifying strategies, there were three primary
modes of data collection. First, field notes were completed during each researcherparticipant session. The field notes provided qualitative documentation of the process,
development, implementation and modification of strategy identification. The second
source was a “strategy sheet” which was used to record strategy development and
modification as they occurred. The third data source were transcribed tape recordings of
each session.

59

A coding procedure was used to record the manner in which strategy step
identification occurred during individual student/researcher sessions. How the strategy
step was written down during the session was coded with a letter signifying who actually
recorded the strategy step. A similar coding process was used to record the identified
origin of the strategy development during each individual tutorial session. The recording
process was coded in three ways: students’ words were written down by the researcher in
same words used by the student (R); strategy steps were recorded directly by the student
(S), and described by the student orally (O). The origin of the step was recorded three
separate ways. The first required the student to identify the strategy step prior to the
intervention. The second was identified as a collaborative effort between the student and
the researcher during the session. And the third was designated if the student had
independently utilized a strategy step outside of the session (Butler, 1995).
Strategy implementation was evaluated by assessing the permanent products
pertinent to the targeted academic areas. For example, students who targeted reading
comprehension and study skills as their primary areas of concern were required to supply
notes and outlines from their reading tasks. Similarly, the student who targeted statistics
based mathematical computations supplied copies of homework problems, classroom
notes, and tests. And students who targeted writing demands as the area to work on
provided classroom notes and outlines of assigned tasks.
Task performance was evaluated before the intervention phase and was used as a
pre-test measure. Prior writing samples and short writing tasks assigned by the
researcher were collected for the participants who identified writing skill improvement as
their target goal. These samples were assessed for thematic salience, organization, and
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idea flow (Butler, 1995). Criteria were identified in these dimensions and assessed by
two independent raters. Inter-rater reliability with the writing task was established at
80%. Similar methods were used to evaluate task performance in the other areas using
slight variations of required tasks and criterion for scoring. Independent raters also
evaluated these areas and achieved greater than 80% accuracy.
Adaptation and generalization of strategies across tasks was also assessed during
the intervention phase. For example, when a student spontaneously described adapting
the strategies to academic settings other than the target area, the event was recorded by
the researcher in the field notes. This data was identified and used to inform the research
when strategy transference occurred.
Metacognitive awareness of task strategies was quantified using two measures.
The first measure was a questionnaire adapted by Butler from an unpublished manuscript
by Wong et al. (in press) (Butler, 1995). This questionnaire queried strategy
characteristics such as, “What things does a person have to learn to be a good essay
writer?”, and, “What goes on in your head when you write?” (Butler, 1995, p. 177). The
questionnaire measured the level of metacognitive awareness demonstrated by student
responses. Criteria were established for each question, and an independent scoring
evidenced an 83% inter-rater agreement.
The second measure of metacognitive awareness was adapted from a singler
interview question developed to assess self-regulation and strategy implementation by
Zimmerman and Martinez-Pons (1988). What this question sought to measure and
evaluate was students’ general level of metacognitive awareness. The probe was
administered at the pre- and post-test phases of the intervention. The question required
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that each student verbally describe any strategies they had used, or were currently using,
when approaching difficult academic material. Again, responses were scored
independently according to researcher set criteria, and an inter-rater agreement of 89%
indicated satisfactory reliability.
Self-efficacy measures were utilized to assess student self-perceptions relative to
tasks and strategies. Two measure of self-efficacy were administered. The first measure
was adapted from Graham, Schwartz, and McAurthur (1989) and was presented to the
student as a Likert-type scale questionnaire. The questionnaire included 16 items, the
first ten items addressed students’ expectations and perceptions of competence, and the
other six items asked students about task preference and participation level. It was noted
that questions were counterbalanced as to not present students with a biased question
sample (Butler, 1995). The second measure of self-efficacy was derived from a question
presented on the metacognitive questionnaire. This question asked the student where
they would place themselves on a continuum ranging from very below average to very
above average. The researcher translated scores to a number from one (very below
average) to five (very above average), providing the researchers with a quantifiable
dependent measure of self-efficacy.
Attribution measures attempted to indicate student strategy choice and task
preference. This was assessed by means of a written questionnaire that asked each
student when they had performed their identified task ‘Very well”, and a time when they
performed the task ‘Very poorly”. For each question asking the students’ perception of
their performance level, there was a series of additional questions. These addendum
questions identified either internal or external explanations for their performance, based
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on prior research cited by Butler. The internal explanations were ability, effort, strategy
use, mood, interest in task, and motivation. External explanations consisted of factors
such as help from others, luck, task ease, and conditions from the environment (Butler,
1995).
The final measure included in the methodology of this research design directly
addressed treatment acceptability. Following the intervention students were questioned
about their perceived improvements and explanations for gains. This measure included
four standard questions. The questions asked were: “How would you describe what you
have gained by participating in this study?”, “Have you achieved the goals you wanted to
achieve during the study?”, “How would you describe the process we went through?”,
and “If I were to work with another student in the future, what would you recommend
that I do again or do differently?” (Butler, 1995, p. 179). Tape recorded responses were
transcribed and evaluated using a systematic coding system for qualitative research.
Items were coded in multidimensional categories examining perceived gains and the
reasons for these gains. The coding system was utilized by independent scorers who
established inter-rater agreement of 87% for each code per transcript, and more
specifically 92% for perceived gains, and 97% for the explanation of these gains.
Butler (1995) emphasized the application of the SCL approach. Students were
not merely given directives about strategy implementation, they were encouraged and
assisted through a process of identifying how strategy approaches could be integrated into
the achievement of specific and generalized task demands - an approach encouraging
student independence. SCL provided a scaffolded learning model, encouraging students
to incorporate information offered by supportive instruction into strategy approaches.

With time, strategy instruction faded, allowing students to further apply strategy
approaches independently as their learning and understanding of strategy development
improved. The fading procedure was documented in field notes during the sessions.

Findings
This research summary will not present the extensive and detailed individual
student findings cited in Butler (1995), rather it concludes with an overview of the
common trends and general relevant findings of task performance, transfer, and
maintenance. A brief review of the metacognitive, self-efficacy, and attribution
measures are also provided.
It was reported that all students experienced improvement in the areas of targeted
task performance. Similarly positive findings were reported with five of the six students
who reported strategy transference to academic tasks other than their targeted task. This
is consistent with the goals and theoretical assertions of SCL. In addition, it was
concluded that two of the three students involved in follow-up research evidenced the
maintenance of strategy use in the subsequent semester (Butler, 1995).
The three domains; metacognitive awareness, self-efficacy, and attribution, were
statistically analyzed and presented as Z scores generated by the Wilcoxon nonparametric
test for dependent samples. Results were provided as descriptive median scores (because
of the small sample size), and Z scores. With respect to the metacognitive measures, and
strategy use interviews, all six students showed greater metacognitive awareness at the
post-test phase of the intervention (ps < .03). Using similar methods the self-efficacy
questionnaire results were presented. “These analysis suggest that students’ perceptions
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of competence, preferences for their chosen task, and overall self-efficacy all improved
from pre- to post-testing” (Butler, 1995, p. 180). Quantitative analysis suggests an
improvement of student self-efficacy on the metacognitive questionnaire from the pre- to
post-testing condition (p < .02). Qualitative findings in this area, provided by the final
interview process, report that five of six students experienced an increased perception of
competence and confidence in the targeted academic areas.
The findings relative to the attribution of student success revealed that students
identified internal factors for success at post-test more than they did during the pre-test
condition. It was cited that five of the six factors representing internal reasons for
success significantly increased at post-test. Significant Z scores suggested that the
internal factors attributed to success were ability, effort, strategy use, and/or mood
(Butler, 1995). Along the same lines, students also reported the external factor, “help
from others”, as significantly lower at the time of post-testing. Conversely, when
attributions for poor performance (opposed to success) were investigated, several external
attribution perceptions of performance decreased significantly at the post-test condition.
Students were less likely to identify lack of ability, and task difficulty/ease as reasons for
poor performance. The successful performance ratings, and the poor performance
ratings, represent that after the SCL intervention students’ perceptions of successful and
poor performance were consistent with the intent of the SCL intervention approach.
Student interviews conducted at the completion of the intervention indicated that
with five of the six students’, perceptions of their competence and confidence of
performing the target task improved. Five of the six students also identified as having
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experienced improved task performance. All of the students reported that their strategy
approach to their identified task improved.
Butler (1995) reported five critical dimensions of achievement gains identified by
the participants. First, it was expressed that guidance from the researcher was very
important during the SCL sessions, but the researcher never told the student t4what to do”.
Secondly, students credited their gains in strategy application and successes to the
collaborative effort between student and researcher. Students reported value in the
process of identifying strategies, applying them to their identified task, modifying them
with the researcher when necessary to improve identified strategies. Third, students
reported that strategy development was personalized and that they found that
understanding strategies in their own words increased their ability to apply them to thentasks. Fourth, students felt that the researcher was supportive and encouraged their
efforts. Finally, students reported that the meeting times were flexible and
accommodated to their schedules.
Internal and external validity were not reported in this research per se, although it
is important to recognize that Butler’s intervention considered these critical research
elements. Standardization, well defined coding procedures, and appropriate statistical
methods suggest that the internal validity of this study is good. With respect to external
validity, this research is an excellent example of a research design with strong external
validity. The study was conducted in a “real life” setting, and suggested that the
intervention impacted students’ academic work and ability to recognize strategies
targeting academic improvement.
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Summary
Butler’s research hypothesized that a SCL intervention for post-secondary
students with learning disabilities would have positive effects on many aspects of their
academic work. Increased student involvement in strategy development and
modification, effective implementation of strategies to tasks, transference of strategies to
similar academic contexts, and the ability to strategically approach academic tasks, were
all hypotheses that were confirmed by Butler’s findings. Furthermore, students reported
improvement in the areas of metacognitive awareness of strategy development and
implementation, motivational beliefs, and attributions of successful and poor
performance. The SCL approach used with this group of students suggests that SCL is a
comprehensive intervention method for post secondary students with learning disabilities.
Butler suggested that this intervention approach might be effective with small
groups of students, although there is no research at this point that evidences this as an
effective intervention methodology. Further research is warranted attempting such an
intervention with a small group of students.
A shortcoming of this study identified by the researcher, was the relatively small
sample size. Because the study was only conducted with six students, generalizability of
these results to larger populations would be erroneous. Again, further research may
potentially underscore the confirmed hypotheses suggested by this research.
Treatment acceptability was suggested to be high according to the post¬
intervention student interviews. Two of the five dimensions reported during the
interviews, researcher support and schedule flexibility, indicate that students’ overall
perceptions of this intervention procedure were favorable.
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Nelson, Smith, and Dodd (1994)
A research experiment conducted by Nelson, Smith, and Dodd (1994) examined
how strategy instruction effected the job application completion skills of post-secondary
students with learning disabilities.

Subjects
The sample size was a total of 33 students (20 boys and 13 girls) who had
received prior special education services in an urban public high school in the Northwest.
All students had been identified as having learning disabilities while enrolled as students
in public education using the guidelines of IDEA (i.e. multidisciplinary assessment), and
state criteria for special education. The research article lists specific nationally normed
referenced tests of oral and written expression as required components of classification
identification as well as the widely used, and controversial, discrepancy model of
identification (with the criteria requiring at least two years below expected grade level
performance to warrant special education services). Most of the students in this study
were from low social economic backgrounds as determined by the qualification for free
and reduced lunch. The researchers presented a table in their article reporting each
participant’s gender, age, grade level, years identified as a student qualifying for special
education, the ratio of time spent in special education instruction per school day, and
intelligence quotient (IQ) and achievement scores.
The entire sample of students who participated in this study were enrolled in a
vocational preparatory class specifically offered to students with learning disabilities.

/
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Method
The research design was a pretest-posttest with control group design (Nelson et.
al, 1994). Random assignment by age and gender placed students in either the traditional
or strategy instruction group conditions. The result of the randomized selection placed 10
boys and 6 girls in the strategy instruction group, and 10 boys and 7 girls in the
traditional instruction group. The researchers conducted a preliminary analysis
confirming that there were no statistically significant group characteristics in areas such
as SES, intelligence and achievement scores, and years of receiving special education
services. The researchers hypothesized that students who participated in a strategy
instruction approach would have better success in completing job applications than their
peers taught with a traditional instructional approach.
Prior to the pretest phase of the intervention students participated in information
sessions regardless of instructional condition assignment. All students were taught
requisite skills such as vocabulary words frequently encountered on job applications
(“birth place, nationality, previous work experience, references, maiden name, marital
status, citizenship, salary, and wage”), and the information necessary to complete a job
application (“birth date, social security number, complete address, telephone number,
educational experience, previous work experience, references, and felony convictions if
applicable”) (Nelson, et. al, 1994, p. 106). Students were tested on vocabulary words
(matching words to definitions) until each student earned 100% accuracy. In addition to
the vocabulary instruction each student recorded commonly requested information on
“job information cards”. Each student then had a card to assist application completion.
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Each student was administered an untimed pretest in the form of a mock application. The
pre-testing was completed one day prior to the intervention and posttest phases.
The instructional phase of the intervention included an hour-long instruction
period for each condition (strategy instruction and traditional instruction). The learning
strategy instruction condition was developed largely from a task analysis of entry-level
job applications the researchers obtained from local businesses (the number of
applications gathered was not reported). An experienced special education teacher with
the assistance of a classroom aide, who had a high school diploma and eight years of
classroom experience, taught the job application process for both groups.
The strategy instruction condition included a mnemonic devise developed to assist
the student sequence the necessary tasks identified to complete a job application. The
mnemonic was called “SELECT”. Each letter of “SELECT” represents a task in the
sequence. The letters stand for the following steps: Survey, Emphasized Words,
Location, Enter, Check, and Turn. First students were taught to survey the application
and look for emphasized words that indicated what type of information the application
required. Location was a prompt guiding the student to examine the application and find
the correct location to write down the information (for example, does the name go above
or below the line requesting the information). Enter stood for the actual filling out of the
application, and turn represented the turning in of the application. Students were taught
to use this mnemonic during strategy instruction. With each mnemonic prompt word the
students were taught to think statements to themselves developed to add meaning to the
prompt by further clarifying what needed to be done. An example of this is, for the
prompt emphasized words, students were instructed to think to themselves, “What
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information do I have to have to complete the application (check job application
information card)?”, and if they did not have some information requested, “What
additional information do I need to get?” (Nelson, et al., 1994, p. 107).
A five-step procedure strategy was used by the special education teacher during
the strategy instruction condition which included; goal setting, visual instructional
materials (overhead transparencies), filling out an overhead transparency job application
while “thinking aloud”, requesting students to verbally practice the application steps by
rehearsing them aloud until the steps were memorized, and finally, the completion of an
application at the end of the session (the application served as the post-test) (Nelson, et.
al, 1994). Prior to the post-test students were encouraged to complete a practice
application and the teacher was available for assistance upon request. Following the
post-test students in the strategy instruction condition were asked what steps they had
used to complete the application. All students in this condition repeated the strategy
steps in sequence.
During the traditional instruction condition, the same teacher emphasized the goal
of completing a job application correctly. A transparency was used in this condition and
the teacher went over the application with the students as a group, filling it out
appropriately while answering questions. The teacher encouraged the students to
participate in this activity and prompted them with questions pertaining to the process of
application completion. Similar to the strategy condition, students were provided with
the opportunity to complete a practice application before the post-test, and after the
practice the post-test was administered. Students worked individually on the untimed
post-test with no assistance from the teacher.
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Dependent measures were included in the domains of student performance and
social validity. With respect to student performance, three separate measures were
employed. The first of the measures assessing student performance on the completion of
job applications examined the omission of information on the applications. The other
measures recorded “information location errors, and overall neatness of the job
application” (Nelson et. al, 1994, p. 109). Both the omission and location measures
required the scorers to record application errors such as forgetting to include requested
information, or placing information on the wrong part of the application. The third
dependent variable, “overall neatness of the application”, was scored using a five-point
Likert-type scale (one = very messy, five = very neat) to gain an overall single score for
neatness (Nelson et. al, 1994). Interscorer agreement for the dependent variables
“omissions” and “information location” was observed at 100% accuracy. For the third
variable, “overall neatness of the application”, interscorer agreement was reported with a
Pearson’s product moment correlation of .78, p< .05.
The social validity measure was scored by the supervisor of classified personnel
at a large local university. This individual was asked the question, “based on this job
application would you invite this person in for an interview?”. The scorer was blind as to
whether the application being scored was completed by a student participating in
traditional or strategy instruction. The scores were recorded using a five-point Likerttype rating scale (one = very unlikely, five = very likely).
The researchers’ used the term “fidelity of implementation” in reference to the
internal validity of the instruction, reporting that during both conditions the teacher was
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observed to ensure that each necessary instructional component in each condition was
executed by the teacher. A checklist was used to record the teaching functions.

Findings
The results of this study reveal that the data collected during the pretest phase
suggested there were no statistically significant differences between the groups prior to
the two instruction conditions. The experimental conditions (strategy instruction and
traditional instruction) were checked by “fidelity of implementation” measures which
indicated that the instructor included all of the components to each respective teaching
method as per the researcher’s requirements. Thus it is suggested that the experimental
conditions were conducted in a manner successful to the intended instructional goals.
The posttest phase of the intervention involved an analysis of variance (ANOVA)
of gender and instructional conditions. No significant differences were calculated
between genders, although statistically significant findings were found between
instructional conditions. These data indicated that students who participated in the
strategy instruction condition had fewer mistakes from omitting information or placing it
in the wrong location.
Statistically significant “holistic ratings” suggested that students who were taught
to strategize had neater job applications than their peers who were taught traditionally.
No statistically significant interactions were found between gender and any of the
dependent measures. With respect to the social validity data, the rater with professional
experience with hiring processes and personnel management indicated statistically
significant differences between the students he would and would not be likely to employ.
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This social validity rating indicated that the students who were taught using strategy
instruction were rated as more likely to be offered employment than their traditionally
instructed peers.
The researchers in their discussion of this experiment include several limitations
that should be considered beyond the scope of the findings of this study. First, they
caution that these are just types of instructional approaches which are compared in an
isolated area, and the study does not propose that strategy instruction, specifically, is the
preferred method of instruction. Moreover, the emphasis is that alternative instructional
approaches may be beneficial to students with learning difficulties, where traditional
approaches have been less effective.
Maintenance of this skill is not assessed over a long-term period, which is a
weakness recognized by the researchers. The only evidence presented in this study is that
students involved in the strategy instruction condition were able to verbally state the sixsteps they learned following the intervention. The researchers neglected to discuss
generalizability of the newly learned strategy skill per se, but they do pose that they are
uncertain if this learned skill would transfer to varied procedural-types of text demands.
For example, the six steps included in the strategy instruction may not have positive
effects on the student’s ability to follow technical direction such as the instructional
manual of a word processing program. Although it is suggested that strategy training of
these skills may prove to be more effective than traditional instruction methods.
A criticism of this study is the lack of a control group. The traditional
instructional group could potentially be identified as the control group, although this
group also includes only students identified with learning disabilities. Perhaps this study
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would have benefited from another group consisting of general education students, or
even two more groups; a general education strategy instructed group and a general
education traditional instruction group. Given the inclusion of these potential groups the
researchers may have been able to identify suggested differences. Hypothetically it may
have been suggested that general education students show no statistical significant
differences between instructional conditions, further emphasizing the need to provide
alternative instruction to students with learning disabilities. Additionally it may have
been suggested that all students benefited from the strategy instruction condition and that
there is no need to teach students with learning disabilities the strategy skills in isolation which potentially disrupts the educational goal of teaching students in the “least
restrictive environment”.
Treatment acceptability was not addressed in this research. Nowhere in this study
were the students asked for input with the obvious exceptions of the required in-class
practice application and the pre- and post-tests. Treatment acceptability data could guide
future interventions of this type by including the student experience and thereby
potentially strengthening the integrity of the intervention goals and implementation.

Summary
Overall this study, although simple in its design and goals, is important because it
suggests that the method by which students are taught may greatly impact their
performance. In fact, this type of strategy instruction, according to Zimmerman’s
definition, could be viewed a self-regulated learning strategy. Zimmerman explains that
self-regulated learning strategies include, “organizing and transforming information, self-
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consequating, seeking information, and rehearsing or using memory aids” (Zimmerman
& Martinez-Pons, 1986, cited in Zimmerman, 1989, p. 330). Nelson et al.’s (1994)
intervention falls short in that it only prepares students for a procedural activity - which
is limited in practice and generalizability. Students in the strategy instruction condition
were seeking information while learning strategies developed to remember the steps
involved with successful application completion. Other factors included in strategy
instruction models such as SCL (Butler, 1995) consider two other domains which
potentially affect strategy applications; content (the inclusion of knowledge construction
- such as how the hiring process is conducted), and self-understanding. Researchers such
as Zimmerman et al. (1989) and Butler (1995) address self-understanding in the form of
“self-efficacy” and “attribution”. Whereas the internal validity of this study is strong, the
external validity is impacted by questionable far-generalizability, maintenance,
transference, and the lack of inclusion of the aforementioned domains of strategy
instruction.
Future research can be informed by this study in that it supports the notion that
“traditional” transmission based instruction may not be as effective with students with
learning disabilities as instruction infused with a strategy instruction understanding,
potentially increasing student success.

Shapiro (1989)
Teaching students how to self-manage their social and/or academic behavior is an
instructional process that is scantily documented by published research. Therefore it is
relevant to present a 1989 study conducted by Shapiro where 12th grade students with
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learning disabilities enrolled in a vocational training setting were instructed to selfmanage their problem solving and occupational related skills. This study is relevant to
this literature review because it offers a model of self-management that is instructional
based and is not rooted in cognitive learning theories. Here Shapiro conducts a self¬
management research design with strictly empirical data driven methodologies. This
research is longitudinal, lasting for the duration of three years. It is a model of an
intervention approach that can be integrated into the curriculum of a group of students
and maintained over time. Commonly, out of necessity and accessibility, research
interventions are short term, lasting perhaps six months or less. Whether this intervention
is only able to be conducted over a long time span, or whether it can be adapted to be
conducted over a shortened time period will be included in this analysis.
Shapiro began his study with a discussion that still resonates with importance ten
years after publication. Simply stated; “significant efforts have been made to understand
the problems and issues facing the learning disabled adolescent” (Shapiro, 1989, p. 281).
Since the time of Shapiro’s publication, it still remains that very few published research
interventions have targeted adolescents with learning disabilities.
Shapiro described the definition of self-management used in his research as:
“issues related to problem-solving, interpersonal relations, and job-seeking strategies”
(Shapiro, 1989, p. 282). He cites Kafiier (1971) as the origin of his self-management
definition, identifying three components of self-management as; self-monitoring, selfevaluation and self-reinforcement (Shapiro, 1989). Each component of self-management
“requires specific skills such as problem identification, appropriate goal setting,
evaluation performance, resetting goals when necessary and so forth. These components
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interact resulting in personal self-management of behavior” (Shapiro, 1989, p. 282). This
statement indicates that the definition Shapiro has chosen to identify as self-management
lends to the application of operational definitions which can be empirically measured.
Shapiro recognizes the importance of research utilizing cognitive-behavioral
interventions such metacognitive training, strategy instruction, and social skill training.
The intention of his research study was to provide a new approach where self¬
management methodologies could be applied with adolescents with learning disabilities.

Subjects
The population of students identified for this study were high school students
preparing to either continue their educational endeavors in the post secondary setting or
move into a technical vocational setting.
The study was conducted for three consecutive years at a vocational technical
school in Pennsylvania. All of the students were identified as students with learning
disabilities using the then current Pennsylvania laws of identification that included the
discrepancy between aptitude and achievement scores. Additionally, all students who
participated in this study had been identified with learning disabilities in elementary
school.
The students identified for this study were randomly assigned to the self¬
management learning disability group (SM-LD) or the no self-management learning
disability group (NSM-LD). Additionally a group of students were included in this
research who did not receive the self-management training and were not identified as
having learning disabilities (NSM-NLD).

78

Method
The method of this study included a pre- and post-test component which
measured students problem solving and occupational-related skills before and after the
intervention training sessions. Each self-management training included 30-units
spanning 15 weeks. Proceeding the study two measures were collected; a standardized
achievement test was administered (Wide Range Achievement Test Revised- WRAT-R),
and a survey querying vocational, social, educational and personal areas (Shapiro, 1989).
Finally, analysis of the problem solving and occupational-related skills were analyzed
using an ANCOVA procedure using the pretest measures as the covariant (Shapiro,
1989).
The years that this training occurred were 1985-86,1986-87 & 1987-88. Each
year data was collected using the seven-point rating of the “Hollingshead Two Factor
Index of Social Position” which identified student gender and parental occupation. The
index scale rates parent’s occupation on the following scale: one = higher executives; two
= business managers, lesser professionals; thee = administrative personnel, minor
professionals; four = clerical sales, technicians; five = skilled manual employees; six =
machine operators, semi-skilled employees; seven = unskilled employees (Shapiro,
1989). General findings on this index indicated that parents of students identified as
having learning disabilities ranged in the skilled or semi-skilled employee categories,
while the parents of their non-disabled peers ranked slightly higher falling “within the
clerical, sales and technician as well as skilled manual employee category” (Shapiro,
1989, p. 285). An additional descriptive statistic collected each year was the racial
representation within the population with minority representation falling between 9-11%
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for each year of the study. The total number of students who participated during each
year was between 84 and 107. Each year approximately one-third less female students
participated in the study, which was attributed to less female students enrolled in
vocational education programs in this geographic region.
Four vo-tech schools participated in this study and all of the students included in
the study were enrolled as a student attending one of the schools. Each school provided
half day training for students who spent the other half of the day at high schools
providing the academic component of their education. Each school offered assistance
and accommodations for students with disabilities, although services varied from school
to school.
Students were randomly assigned from a pool of students identified by school
counselors who followed the criteria established by the researcher. The criteria
established for the identification of students as eligible for the study were; legal
classification as learning disabled, no physical handicaps, participants must have been
recipients of special education sometime between the 9th and 11th grades, the necessity
of a standardized test indicating the student falling within two standard deviations of the
mean on the most current administered aptitude measure, and a current score of at least
one standard deviation below the mean in a basic skill domain on a norm referenced
achievement test (AKA discrepancy indication). Students identified as meeting the
criteria to participate in the study were reviewed again by the researcher to insure
accurate assignment to the sample group. Consent of participation was obtained by all of
the students and their parents prior to the intervention.
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After the student selection process was complete for each of the four vo-tech sites
participating in this study, students were assigned to either the no self-management
learning disability (NSM-LD) and self-management learning disability (SM-LD) groups.
Other randomly assigned aspects of the study were a.m. or p.m. training times at the votech sites, and depending on the selected times, students were placed in to these groups as
their schedules allowed, thus creating SM-LD and NSM-LD groups. Additionally
students identified as potential participants for this study, who were also involved in the
cooperative education program at their school, were automatically assigned to the NSMLD group. It was reported that students eligible for the cooperative education program at
their respective vo-tech school were those students who had acquired an advanced level
of occupational skills, social appropriateness in work settings, and strong academic
standing allowing them to have accesses to the program. Therefore, it was concluded in
the study that the SM-LD group consisted of students needing to improve their job skills,
academic performance, and social appropriateness in the work place (Shapiro, 1989).
Finally the students with learning disabilities who had not been assigned to either of the
groups were randomly assigned to either group, leaving the largest number of students
receiving the treatment of the intervention those identified as most needing improvement
in one or more of the identified skill areas.
The third group of students, no self-management and no learning disability, NSMNLD were identified at each participating vo-tech site. These students were chosen to
match the shop assignment and gender of the participating students with learning
disabilities. Not all students were paired with a perfect match, meaning that shop and
gender were not always matched at each respective site, although teachers and counselors
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were asked to find the next closest match with shop taking precedent over sex as a
desired match. Finally when there were multiple matches meeting the desired criteria,
these students were randomly selected and assigned to the NSM-NLD group (Shapiro,
1989).
This study included a “self-management training program” developed by Shapiro
& McQuillan (1986) - a program rooted in behavioral principals targeting self¬
management and problem solving skills training. For example, one of the primary
components of this program was training students to recognize “their behavior in terms of
antecedent-behavior-consequence (A-B-C) relationships” and to begin “(an)
understanding of the interrelationships between antecedents, behavior, and
consequences” as a prerequisite of “effective behavior management” (Shapiro, 1989, p.
276). The explanation of A-B-C proceeded the “self-management training”.
Following the introduction of A-B-C, students were instructed in “problem
identification, goal setting, self-monitoring and self-reinforcement” (Shapiro, 1989, p.
279). This training prepared students to “develop and implement a personal self¬
management plan”, and finally “the last portion of the program focused on teaching
students how to apply self-management principles to job related skills such as resume’
writing, job seeking, job interviewing, and interpersonal skills on the job” (Shapiro, 1989,
p. 277).
Training sessions were twice a week for 15 weeks and lasted approximately 40
minutes. The trainers were graduate students in school psychology who had experience
with teaching students with learning disabilities. These graduate student trainers met
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regularly with the primary research for guidance and consultation for each year the study
took place.
Student performance was evaluated by two dependent measures; “the ProblemSolving Assessment (PSA) (Shapiro, Lentz, McQuillan, & Bradley, 1985), and the
Occupational Skills Assessment (OSA) (Matthews, Whang, & Fawcett, 1980)” (Shapiro,
1989). Two other dependent measures, mastery tests and treatment acceptability, were
used to evaluate the quality of the intervention itself (Shapiro, 1989).
The Problem-Solving Assessment (PSA) was a measure designed to evaluate the
problem solving skills of the participants by administering a series of problem scenarios
selected from the Social Consequences at Home, School, and Work series by Hazel,
Schumaker, Sherman, and Sheldon (1982). Scene selections were made by the researcher
and assistants in each of these three areas which were used for the PSA. Pre-testing
included 2 scenes from each of the three areas of inquiry (randomly selected from the
pool of identified scenarios). This procedure was replicated at post-testing. “Students
were instructed to tell the examiner: a) Three ways to solve the problem; b) The
consequences of each solution; c) The best solution; and d) How they would implement
the solution they chose” (Shapiro, 1989, p. 276). A scoring system was developed which
included: non-overlapping solutions (zero - three points); if solutions lead to action
which was ethical/legal (zero - three points); and, if the initial step of a strategy was
included which was appropriate for the problem scenario (zero -1 point) (Shapiro, 1989).
Three scenes for each domain (home, school, and work) were included in the PSA, with a
possible 78 points possible per assessment. “A total score was derived by first
determining the proportion of points attained for each of the three areas independently.
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The mean proportion across areas was then calculated to serve as the dependent measure”
(Shapiro, 1989, p. 281).
Inter-rater reliability was established by evaluating the scoring outcomes of
trained raters resulting in a mean agreement of 89%. Also internal consistency was
examined using Cronbach’s alpha across 26 items, resulting in alpha levels ranging
between .79 to .89 (Shapiro, 1989).
The second dependent measure examining student performance was the
Occupational Skills Assessment (OSA). The OS A is an “analog assessment of 13 jobrelated social skills” (Shapiro, 1989). Ten items of the OSA are administered verbally
and scored with the aid of a checklist developed to identify sequential problem
identification steps. The verbally administered items were role-plays which encouraged
the student to respond to scenarios which they may encounter when applying and
interviewing for employment. The OSA also included three written items (a tax form, a
letter requesting an interview, and a written response to a classified ad) - also scored
using a checklist system. Interscorer agreement was also conducted for the OSA which
was a process including random selection of a number of protocols. Three scorers scored
the protocols, two assistants and the actual administrator of the OSA. The
administrator’s scores established criterion which the other raters’ scoring was compared.
This procedure resulted in agreement at approximately 95% for the ten verbal items, and
approximately 86% for the written items. Cronbach’s alpha was also used with the OSA
to evaluate internal consistency (only with the verbal items). This procedure revealed
“internal consistency levels ranging from .55 to .69....the OSA did not appear to be as
homogeneous a measure of the PSA” (Shapiro, 1989, p. 278).
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Treatment integrity was evaluated by trained research assistants four times a year
for each year of the study. This evaluation process included teacher observations that
were systematically recorded by the assistants on checklists developed to match the
lesson plan being observed. Objectives were met in 99% of all observations (Shapiro,
1989).

Findings
Academic achievement for all student participants was obtained by the
administration of the Wide Range Achievement Test - Revised (WRAT-R) at the end of
each academic year. ANOVAs were conducted with the scores to analyze betweengroup variance in academic achievement, and the findings suggested that each respective
LD group, for all three years, performed consistently lower than the NLD group.
However, these analyses of variance did not yield statistically significant findings
between the two LD groups (SM & NSM). It was noted that there were some significant
discrepant differences each year between the SM-LD and NSM-LD groups with respect
to subtest differences and it was hypothesized that these differences reiterate what might
be expected - students identified for the SM-LD group were mostly students with the
lowest skill levels. The author did not elaborate why he chose the WRAT-R to measure
achievement at the end of each year.
Student progress during the self-management training was assessed five times per
year by means of “mastery tests for self-management”. Average performance on these
tests showed improvement over the three-year period with average percentages increasing
from approximately 75% correct the first year to approximately 92% the final year.
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The procedures of this experiment were consistent throughout the three year
period. Each year 12th grade students were selected in the established manner, and were
pre-tested on the PSA and OSA, and post-tested on the PSA, OSA and WRAT-R
(Shapiro, 1989). ANCOVA analyses were conducted on the PSA and OSA pretests and
post-tests as well as post-hoc comparisons.
Results of the ANCOVA’s of the PSA revealed that students with learning
disabilities in the self-management training (LD-SM) performed significantly lower than
their peers without disabilities at pre-testing. Problem solving skill improvement was
evidenced at post-testing with the LD-SM group performing at similar levels than their
non disabled peers the first year, and significantly better than their non disabled peers for
the two following years. Students with learning disabilities who did not receive the self¬
management training performed significantly lower than their LD peers who received the
self-management at post-test for all three years. This suggests that the self-management
training had a significant impact for students identified as having a learning disability.
Similar significant results were found with respect to occupational skills.
Whereas the SM-LD group performed at statistically lower levels at pre-testing on the
OSA for all three years, the SM-LD showed statistically significant improvements and
performed significantly better than their disabled and non-disabled peers when posttested with the OSA. This suggests that students with learning disabilities, when trained
to self-manage for occupational skills such as interviewing and responding to job ads,
perform better than their peers who did not receive the training.
Shapiro’s discussion of the results of this three-year self-management training
program highlights two salient points. First, it was suggested that the 30 session
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curriculum focused on “antecedent-behavior-consequence relationships, goal setting,
selecting strategies, self-monitoring and choosing reinforcers”, and, despite the absence
of direct instruction of problem solving steps, significant improvement of problem
solving skills was evidenced on the PSA. This suggests that students in the training
condition transferred their self-management training skills to problem situations on the
PSA - evidencing the ability to apply the skills to unique problem scenarios. Secondly,
Shapiro pointed out that administrators and teachers reported that all students enrolled in
the vo-tech schools received some type of occupational skill training. Although for each
year of the study the findings were consistent that the only group who evidenced
significant effects of performance on the OSA were the students who received the self¬
management training. It is suggested by student performance that the self-management
training curriculum provided students with skills necessary to succeed when presented
with job application scenarios such as the ones on the OSA.
Shapiro’s discussion of the results ended with a valid cautionary note that the
external validity of the self-management training is likely threatened by the analogue
measures used in the research design methodology. Both the PSA and the OSA were
analogue measures, in that neither measure were naturalistic and did not directly observe
students demonstrating improved performance in actual settings. Future research,
Shapiro concluded, is necessary to determine if problem solving and occupational skills
taught to students in school classroom are successfully generalized to naturalistic settings
such as home and/or work.
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Summary
Shapiro’s work provides a strong argument for the effectiveness of direct
instruction in teaching self-management skills. This study offers a solid foundation in
which further research in areas of self-management can proceed. Similar approaches of
self-management training and implementation, with dependent measures in naturalistic
settings, would strengthen the assertions of Shapiro’s study and suggest that interventions
of this type can transfer to real-life situations. This would be an excellent model for
future research in academic self-management programs for students with learning
disabilities.

Prater, Joy, Chiiman, Temple, and Miller (1991)
The research presented in this study examines the self-monitoring of ontask behavior by adolescents. At the time this article was submitted for publication the
authors presented that - although self-monitoring had been examined with younger
populations - they were curious how self-monitoring interventions increased on-task
behavior with adolescents. In an attempt to answer this, five single subject design studies
were conducted with adolescent students identified with learning disabilities.
This study was unique in comparison to the research presented in this paper thus
far because it is a synthesis of five single subject designs conducted by five graduate
students. All of the graduate student researchers implemented interventions of selfmonitoring with their subjects; the settings (three separate schools), the students (age 1211 to 17-2), gender and race (four Caucasian males and one black female), and
intervention methodologies, all varied within these independent studies.
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Subjects
This study took place in three Midwestern schools in rural communities. The
participating schools included; two high schools, a junior high, and a combined high
school-junior high. All students had been identified as having learning disabilities in
accordance to state and district requirements. Typical of traditional assessment
procedures, each student was administered a form of the Wechsler Intelligence scale, and
each student was found to have an observable discrepancy in grade level academic
productivity to meet the identification criterion. Attentional and behavioral difficulties
were also included if students were exhibiting these behaviors.

Method
To describe the methods of each intervention students will be numbered as
student one through five. This will create an easy means to present the data from each
individual study.
The settings in which these interventions were conducted varied across students.
Students one and three were in a resource room during the intervention. Student two was
in a self-contained special education classroom for the intervention. The interventions
for students four and five were across settings (four - in study hall and social studies, and
five - in resource rooms for government and English).
The on-task definitions for each of the interventions were similar across designs.
On-task definitions included “eyes on teacher or materials”, and “sitting in seat(s)” for all
students. For students one - four, “use correct materials” was used for a definition of ontask behavior. “Working silently” was a definition used for students one and two. “Raise
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hand before responding” was a definition for students two and three. And “acceptable
words” and “not bother others” were definitions unique for student five. The variability
of these definitions was created with input from the classroom teachers.
Momentary time sampling was a data collection procedure used for all students
(ranging from 15-30 minute intervals). For each student the observer recorded whether
the definition of on-task behavior was observed at these specific time intervals. Interval
recording was also employed for on-task behavior recording by students at intervals
ranging from 15/sec - 1/min. For students three - five, comparative classroom data was
also gathered. This was conducted using interval recordings of randomly selected peers
in the same classroom setting at the same time throughout the intervention phase.
The reliability of student self-monitoring ranged from 85-96%. And interobserver
reliability for the data collected by the researchers were conducted by special education
teachers, classroom aides, and graduate students. All of the participant observers were
trained in these observation techniques and the reliability ranged from 85-97%
agreement.
These interventions all included student self-monitoring. All of the students were
trained in self-monitoring, and the procedure for fading. Four of the students were given
reinforcers for 80-90% on-task behavior (students one, two, three and five). Student selfmonitoring was cued by auditory tones. It was reported that students preferred
headphones with a portable cassette player over an audible tone from a speaker because it
was less conspicuous in a classroom setting. The tones were faded over time, becoming
further apart at first and leading toward removal of this antecedent. Reinforcers (leaving

for lunch one minute early, and in one case - receiving pictures from a sports magazine)
were faded over time as well.

Findings
The findings across these studies indicate that self-monitoring increased on-task
behavior and academic productivity across all subjects. The researchers contend that if
students are taught how to self-monitor their academic behavior in the resource room
setting, generalization of this behavior may better prepare students for general education
classroom learning. One of the students who was observed in both study hall and social
studies was found to have better success in increasing on-task behavior in study hall. The
researchers hypothesized that this may be because the social studies class required much
more student participation and as a result the student self-monitoring was confounded by
in-class distraction. It was also suggested that the student may have felt that the tape
recorder was noticed by other students, potentially disrupting the focus of this student’s
self-monitoring in this particular classroom setting.
Treatment integrity was not discussed in this article per se, but the validity of the
data collection was questioned by the researchers. The internal validity of this study may
have been somewhat weakened because the graduate student researchers trained the selfmonitoring skills to the participants, and were the primary researchers for the five studies.
The authors suggest that if the self-monitoring and the observations were conducted by
separate parties the internal validly of the data collection may have resulted in more
“robust” findings. The authors continue by explaining that this was not logistically
possible for this study.
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The external validity of this study is above average considering two factors. First,
their findings are supported with a body of literature that supports self-monitoring
practices to influence increased on-task behaviors. Secondly, the five single subject
designs in this study utilized varied research methodologies (AB with fading, ABC with
fading, ABAB with fading, and multiple-baseline-across-settings with fading) and each
study produced positive outcomes. This increases external validity in the respect that
multiple techniques were used yielding similar findings.
Where external validity should be questioned is with respect to the effectiveness
of self-monitoring in diverse settings. Setting evaluation must consider the academic
subject in which the intervention is to occur. As noted earlier with one of the multiplebaseline-across-setting studies, it was found that the student performed with higher levels
of on-task behavior in study hall as opposed to lower performance in social studies. This
suggests that the nature of the academic content, and the instructional format (i.e. seat
work, lecture, or class participatory activities) may influence the effects of self¬
monitoring with on-task behavior.

Summary
Continued research is warranted examining the effectiveness of self-monitoring
with adolescent students. All five of these studies found that self-monitoring increased
on-task behavior which suggests that this may be generalizable to other adolescent
populations. It is likely that further research may contribute to the understanding that
self-monitoring is a sound intervention for students with learning disabilities.
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This study offers a self-monitoring intervention for on-task behavior with the
oldest population identifiable after an extensive literature search. It is curious how this
technique could be adapted and piloted as a means to increase the on-task/study
behaviors students with learning disabilities in highly independent educational settings
such as college. The inclusion of this study is to inform the reader that highly objective
approaches to self-monitoring are found in the literature, and that components of this
approach can potentially be included in future research designs, although replicating a
study like this in a college setting is nearly impossible given the high level of control
necessary to maintain internal validity.

Trammel, Schloss, and Alper (1994)
The intervention presented in this article suggests that self-monitoring and
recording of assignment completion increases the amount of completed homework
assignments. This study evaluated this instructional intervention approach with eight
secondary students identified as having learning disabilities. Their ages ranged from 13
to 16 years and the intervention was conducted by a general classroom teacher.
The questions that inspired this research addressed student’s self-control,
motivation, and reinforcers. The authors theorize that there may be an interactive effect
between the academic challenges of a student with a learning disability, and the lack of
positive reinforcement. It is suggested that one result from this scenario is a decrease of
homework assignment completion. The researchers also suggested that secondary
students can be resentful when adults intervene by questioning students regarding
homework productivity. This resentment is attributed to the students’ desire for
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autonomy. Self-monitoring may be an approach which is complementary with students’
desire for independent productivity.

Subjects
The study was conducted at a rural public school with students ranging from the
7th to 10th grades. All students met the criteria as learning disabled according to the
Missouri Department of Elementary and Secondary Education. The eight participating
students had been identified as having a significant discrepancy between achievement
and cognitive ability. This discrepancy was not due to another primary disability, and
observable behavior indicated poor achievement in school based subject areas. All
students received resource room services from 28-42% of each school day. Students
were mainstreamed in the regular education classroom for the remaining percentage of
the day. They were identified for this study because all of the participants consistently
had difficulty completing homework assignments based on these criteria.

Method
The research was conducted over 73 consecutive school days. All of the
assignments required of these students were relevant to their general education course
work and matched their ability for successful completion. Four of the eight students were
unable to complete percentages, and their progress was recorded as “assignments
completed”, rather than the actual percentage of homework completed. All students were
required to set goals that were above their current average of assignments completed and
their progress was charted on a standardized form. The self-monitoring training was
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conducted by using modeling and guided practice. The eight students learned how to
utilize the graph by recording assignments, setting goals, and completing the work.
The research design was multiple baseline across subjects. The baseline measure
was recorded over 12 days for three students, 17 days for two students, and 22 days for
the final three students. During the baseline period students were unaware that the
resource room teacher was collaborating on this research effort with their general
classroom teacher. Reliability of recorded assignments missed by the students (which
were being recorded by the resource and general education teacher) was evaluated by a
paraprofessional to ensure accuracy.
The self-monitoring intervention, implemented immediately following baseline,
lasted for 11 consecutive school days. The first phase of the intervention, following the
baseline measure, was an introduction of self-monitoring. The students were given
weekly sheets that were to be carried throughout the week and assignments were to be
recorded onto the sheet as they were assigned. These sheets were reviewed in the
resource room and obtained verification of accuracy by collaborating with the general
classroom teacher. Two reinforcers were used for students meeting the criteria for
accuracy (70%); positive praise and bubble gum. The bubble gum reinforcer was faded
ten days into the intervention.
The second phase of this intervention was the graphing and recording of the
progress of these students. Participants were instructed to graph their progress and set
goals. The goal setting was evaluated every three days, and students were required to set
their goals at the same rate or higher than their previous goal.
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The third and final phase of this intervention examined the maintenance of the
self-monitoring behavior. This included the removal of monitoring of the assignment
recording sheets and the graphing requirement. Students completed sheets and graphs on
their own and there were no reinforcers provided by the teachers as a consequence for
their antecedent behavior.
The reliability of this research was checked with interobserver reliability
measures evaluating if the recorded assignments completed were correct. The reliability
checks were made during the first, fourth, and sixth weeks of the intervention and the
coefficient was .95 on average. The lowest reliability ever obtained was .80, which is
within an acceptable range.

Findings
The intervention resulted in an increase of homework assignments completed.
This effect continued throughout the intervention, even following the removal of
reinforcers (maintenance period). Two of the participants failed to achieve their goal, but
the other students maintained their increase of assignment completion, established by
probes on the 90th and 110th days of the program.
The researchers’ conclude that self-monitoring, graphing and goal setting have a
positive effect on student’s homework assignment completion. The multiple-baseline
across subjects analysis of homework completion was an appropriate measure of student
progress and is commonly used to record the effects an intervention has on observable
behavior. Clearly this intervention had positive results on homework completion for
these students.
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This intervention was well conducted and included essential components of a
systematic intervention; reliability checks to insure treatment integrity, a data source for
analysis of progress, functional direct instruction utility, and an elegant multiple-baseline
across subjects analysis. The internal validity was strong and there are no significant
confounding variables impeding the recording of the data. The variables were clearly
defined and the measurement of assignments completed and graphing activities were
functional tools leading to well controlled data collection.
The external validity of this study did not account for various factors that could
potentially effect the ability of a student to complete homework. Parental involvement,
environmental factors such as community and socio-economic characteristics are among
the factors that could be examined in future research in this area. Despite the factors that
may decrease the external validity of this research, it is warranted by these findings that
self-monitoring interventions should be examined in varied settings to evaluate the
effects with diverse populations and age groups.

Summary
It can be hypothesized that self-monitoring skills, if taught to diverse learners
early in their educational experience, may potentially generalize to other academic
settings. Post-secondary settings require a student to be self-reliant by monitoring their
study habits independently. Skills, such as self-monitoring, may be beneficial for
students in college courses which offer little evaluative feedback throughout the course of
a semester. Because of the reported success presented in the last three self-monitoring
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interventions critiqued in this chapter it is worthwhile to include self-monitoring methods
in future research designs targeting student academic performance.

Conclusion
The academic self-management intervention outlined in chapter three (the
methods chapter) is based on the literature reviewed in this chapter and informed by the
topics discussed in chapter one. The goal is to present a cognitive-behavioral
intervention for college students with learning disabilities. The intervention is intended
to serve two purposes - to help students succeed as independent competent learners in the
post-secondary setting and provide them with academic self-management skills that can
be applied to an array of academic demands.
Research designs included in this literature review, such as Butler (1995), are very
intensive making them difficult to implement despite their significant outcomes. The
assumption with these studies is that they set out to accomplish two things. First, they
aim to improve the academic performance of students who have been identified as
learning disabled. Secondly, intervention research of this nature strives to substantiate or
reiterate the theories that drive them. This is evidenced in that there are measures
embedded in the designs to validate theoretical assertions (i.e. Ellis’ attribution and
generalizability measures).
It is important that interventions be accessible, and understandable to the
professionals who conduct them. The intervention presented in chapter three, while
based on complex research, is manageable and relatively simple to implement. The goals
of this functional training program were to improve students’ academic success at the
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post-secondary level and to contribute to the limited research conducted to date for this
population. This study proposed to do that by educating students in the following areas;
use of academic skills and strategies, self-assessment of content knowledge (academic
strengths and weaknesses), and development of self-understanding as students identified
with a disability.
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CHAPTER 3:
PROGRAM EVALUATION METHODS:
RESEARCH DOMAINS, EVALUATION QUESTIONS, AND DESIGN

Academic Self-Management Training Program Evaluation and Questions
This academic self-management intervention targeted college students identified
with learning disabilities. A program evaluation methodology examined the
implementation of the academic intervention, the extent of individual student
improvement in academic self-management during the course of the program, and the
social validity of the training program. This intervention was designed to improve
student self-management skills relative to the three key domains; self-understanding,
procedural self-management, and content mastery. The intervention was conducted at a
four-year liberal arts college for women in western Massachusetts. The content of the
intervention was based on best practice skills derived from existing research literature
(see the literature review of the dissertation), and study skills curricula (Deem, 1993;
Pauk, 1997). Study skills curricula for post secondary students are typically found in text
form, on college internet sites for students with disabilities, and from various sources
compiled by professionals working with students directly. Information from these
resources was adapted to cover the three domains of self-management, and are outlined
later in this chapter.
Students with learning disabilities have been shown to improve academic and
social performance following systematic training in multiple areas of self-management.
The goal of this study was to evaluate a training module based upon research validated
self-management strategies. These strategies were taught through direct instruction
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during a ten-week training program. Subjects were identified with learning disabilities
and/or Attention Deficit Disorder (ADD/ADHD).
The intervention data were examined using procedures of program evaluation to
assess, primarily, the implementation of the program. The focus on implementation was
largely due to the fact that the intervention was conducted as a “before and after” design
using only a single group of students. This essentially means that any conclusion of the
“program effectiveness” can not be determined with authority because the research
design doesn’t include a comparison (control) group. Several directors of post secondary
programs for college students with learning disabilities agreed that this student
population was hard to access in large numbers, and that any activity short of a brief
survey, would likely result in a poor turnout of student participants. All college students
have time demands including studying, class, and social needs. Getting a group of
students, without compensation of money or academic credits is a difficult task. The
likelihood of student participation decreases even more given the difficulties in time
management often characteristic of students with learning disabilities. It can be
hypothesized that research in this area is scant given this lack of control group
accessibility. Subsequently, it is no wonder that much of the existent research with this
group is presented in case studies examining individual within student improvement
(Butler, 1995). Although the program evaluation design does allow for an in-depth, caseby-case presentation looking and individual student improvement and the social
acceptability of the intervention itself.
The “before and after” design of inquiry for this project provided information
important for group program evaluation. All student participants are represented in case
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studies addressing each program evaluation question. To inform each individual case
study and to examine within participant change relative to the program evaluation
questions, all participants were pre-tested before the training program and post-tested
afterwards. The “before and after” design, while commonly used by practitioners as a
means to determine program implementation, should be used as a last resort when the
availability of a control group is unobtainable (Fitz-Gibbon & Morris, 1978, Rossi &
Freeman, 1990). Typically a lack of a control group is prohibitive of making conclusions
on program efficacy because results may be influenced by chronology. The argument in
this case being; all students with learning disabilities improve their academic self¬
management skills during the course of their college experience. The advantage of this
study however, was that the intervention occurred under a reasonably short period of time
(ten-weeks). This short intervention period allowed for student change in performance to
be less effected by maturation, chronology, and typical developmental change.
The measures at pre-test and post-test are presented in the “results” chapter of this
dissertation. The data illustrate individual student performance over time by means of
within-person comparisons, and do not assume that the results can be clearly defined as
resultant primarily as an effect of the training program. This data provided individual
student information and colored the implementation examination by addressing areas that
needed to be changed and adapted relative to student report.
The program evaluation incorporated a battery if measures to examine within
person comparisons for both the pretest and posttest data. The “before and after” design
allowed for parallel comparison measures between and within individual subjects. The
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primary goal of this component of the design is to look for inter-group differences on
self-management performance.
While conclusions could not be attributed entirely to the training, because of the
lack of experimental control, the study examined a set of evaluation questions, and
included post-intervention interviews as well as follow up interviews at the beginning of
the following fall semester. This dissertation was designed to assist practitioners who
work with college students with learning disabilities. Many higher educational
institutions have limited financial resources allocated for working with students with
disabilities, and opportunities to work with groups of students with similar issues is
economical and efficient. This intervention provided an hour and a half of service to
each group member weekly, a task that would take at least a full weekday if the work was
on an individual basis.
The following program evaluation questions were examined:
1. ) To what extent does program participation change participant knowledge,
skill usage, and academic self-perception on self-report rating scales and
questionnaires?
It was predicted that students would score higher on self-management
post-tests at the end of the training.

2. ) To what extent does program participation change individual student
utilization of these skills by applying them to schoolwork?
It was predicted that the program participants would utilize self¬
management skills by applying them to their schoolwork (study skills use,
self-advocacy, and work productivity).

3. ) To what extent does program participation change individual student
perceptions of academic self-efficacy?
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It was predicted that participants would report increased self-efficacy
during interview sessions, and score higher on academic self-efficacy rating
scales following the training.

4.) To what does program participation change individual participant disability
awareness?
It was predicted that students who received the intervention would
increase their ability to recognize important legal implications for students
with learning disabilities.

To what extent will program participation change individual student self¬
rating on the LASSI (Learning and Study Strategies Inventory)?
It was predicted that students who received the intervention would
improve their self-rating on the LASSI (Weinstein, 1987).

6.) How will students report the acceptability of this program with respect to
usefulness of setting, time, size, and content of the intervention?
It was predicted that students would positively endorse these aspects of
program acceptability.

Goal of the Intervention
What this study attempted to achieve was the development of an efficient and
brief training module that incorporated research-based interventions shown to improve
academic performance for students with learning disabilities. This research also sought
to speculate whether a ten-week intervention could be implemented in a manner that
facilitated student improvement with academic self-management skills, while improving
academic self-perceptions. One of the primary goals of this research was to better
prepare and train college students with learning disabilities in self identified targeted
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areas of self-management. This training was designed using research validated academic
skills including; strategy skill awareness, disability awareness (i.e. self-advocacy and
legal issues), study skills, and academic self-understanding. The ten-week training took
place in one semester. This proactive post secondary intervention provided students with
skills targeting academic self-management deficits. Interventions of this nature have
been shown to better prepare students with learning disabilities for future educational
endeavors (Deshler, & Schumaker, 1986, Fuchs, Fuchs, & Deno, 1985).
The three primary domains that comprise the rubric “self-management”, for the
purposes of this study, are defined as, procedural skills (study skills, learning strategies,
and self-monitoring), content mastery assessment (the ability to gauge one’s academic
skill level and readiness for academic courses requiring prerequisite skills), and
psychoeducational self-understanding (such as disability awareness, legal rights as a
student with a disability, self-determination and advocacy, self-esteem, and self-efficacy).
The intervention provided direct instruction in these three skill areas and
monitored student individual performance with pre and post tests measuring the
following dependent variables; perceived academic self-efficacy, procedural self¬
management skills, academic attribution, metacognition, and students’ use of self¬
monitoring of their strategy use for their targeted academic area. As highlighted earlier
in this dissertation, the literature indicates that the three areas of self-management
outlined below have been demonstrated to greatly enhance the academic performance of
older (adolescent and young adult) students with learning disabilities (Butler, 1995; Ellis,
Deshler, & Schumaker, 1989; Pintrich & De Groot, 1990; Pressley & Harris, 1990).
Therefore this project asserted that a “best practice” model of intervention for college
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students with learning disabilities includes explicit training by means of direct instruction
of study skills, the legal implications of being a college student with a learning disability,
and individual participant strategy identification and application within academic
demands. These features of the intervention were recognized as critical in light of the
three domains of self-management (procedural, self-understanding, and content mastery).
Before the research design and methodology is presented, it is useful to clearly
define the three domains of self-management that are the guideposts of this intervention.

Three Domains of Self-Management
Successful competent learners have been defined as students who understand
procedures that help them learn effectively and efficiently (Tucci & Hursh, 1994).
Procedural self-management, for the purposes of this study, is defined as skills that
assist and inform the process of learning. These skills are most effectively taught by
direct instruction and are often refereed to as “study skills”. Study skills include note¬
taking, time management, text reading strategies, and memorization strategies.
Procedural skills provide students with functional, process oriented skills and strategies,
which are flexible because they can be utilized and applied to a variety of academic
demands (Zimmerman et al., 1996). Many procedural skills are viewed as metacognitive
in that they introduce cognitive concepts that guide and organize strategy
implementation. For example, a classic method for studying text is the SQ3R method
(Survey, Question, Read, Recite, and Review). This is a strategy developed to guide the
manner which one approaches academic texts and other technical writing (Pauk, 1997).
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The strategy can be viewed as metacogntive because it directs the actual reading and
processing of information.
Two experimental studies in the literature review of this dissertation. Trammel et.
al (1992), and Ellis et al.(1989), present intervention strategies designed to teach students
procedural self-management skills. These studies attempted to teach students procedural
strategy skills in the form of self-monitoring strategies designed to be applied to varied
academic demands. Results indicated that procedures, such as problem solving
strategies, and study skills (reading skills, note taking strategies, and time management),
could be successfully applied to a variety of academic and non-academic tasks. A
distinguishing characteristic of procedural skills is that they often are generalizable and
useful across academic domains. Procedural skills are hypothesized to improve student
academic organizational efficiency, while guiding the approach to varied academic
demands. Subsequently, a student who gains and utilizes procedural skills, may gain
academic confidence and increase academic self efficacy.
Content mastery (or content mastery self-assessment) is perhaps the most
straightforward domain of self-management in this study, in that it strives to help students
better understand what it is they are good at (academically), and what is challenging and
difficult. As it is important to teach students with learning disabilities the procedures that
enhance learning efficiency and success, it is also helpful to teach students how to
identify their personal academic strengths and weaknesses. A solid understanding of
academic strengths and weaknesses better informs and prepares the individual student,
and those who teach them, as to what academic accommodations might be necessary
given their documented disability and the academic demands given a particular course of

study. For example, a student who is placed in an advanced English literature class with
advanced reading and writing demands would benefit from the acquisition of prerequisite
skills necessary to function successfully in the class. This may be particularly difficult
for a student diagnosed with dyslexia, or slow processing abilities. Similarly, a student
with significant academic difficulty with analytic skills may not be adequately prepared
to enroll in a Calculus course. It is not uncommon for students with learning disabilities
to arrive to college ill prepared to appropriately choose a set of academic courses which
best suits their academic and transitional needs. Additionally, it is infrequent when the
academic advisor is informed and understands specific learning disabilities. Students
enrolled in classes where obtaining academic accommodations are appropriate and
supported by psychoeducational evaluation, may not know how and when to ask for the
accommodation. Often students with learning disabilities are not prepared to recognize
and advocate for appropriate accommodations. In other instances the student may simply
have not acquired adequate pre-requisite skills. This also may result in poor academic
performance, potentially negatively impacting perceptions regarding academic selfefficacy. This speaks to the necessity for students with learning disabilities to receive all
necessary accommodations and academic supports available to them. This is only
realistic if they understand their personal academic strengths and weaknesses.
The college syllabus is a good example illustrating a student’s necessity to
develop an accurate academic self-concept. Typically college course outlines include
assigned readings, projects and test timeline, all presented in the form of a course
syllabus (not always practiced in high school classes). A course syllabus can be viewed
as blueprint for the sequential academic requirements. Syllabi vary from class to class.
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They might include academic expectations, grading procedures, and materials list. They
might not provide students with clear academic expectations in terms of the prerequisite
skills necessary for academic success and subject mastery. A user-friendly syllabus is
described as one that includes; the title of the course, the professor’s name, the required
texts, purpose of the course, course objectives, the grading policy, and the standard
format for each topic (date, topic, required reading, and purpose of the lecture)
(Brinkerhoff, McGuire, & Shaw, 1993). Even in this description of the ideal syllabus
format, pre-requisite academic requirements can be overlooked. While some syllabi
include this important information, it is often up to the student to inquire what pre¬
requisite academic skills are necessary. Therefore students would benefit from selfadvocacy skills supporting their ability to contact a professor about course requirements.
Typical practice when a student enters college is that they are administered
placement tests in the areas of mathematics and writing. These placement tests provide
students with a gauge of their skill level in these areas, but this may not be enough to
inform students of their actual academic strengths and weaknesses. Since the vast
majority of students, learning disabled or not, do not undergo prerequisite assessment
prior to entering a specific academic course, students may potentially benefit from skills
which assist their ability to identify and choose academic courses which are appropriate
given their academic strengths and weaknesses. Content based skills can be assessed by
pretests, student interviews, and/or academic probes, with the goal of improving students’
understanding of their academic readiness for specific post-secondary courses (Butler,
1995).
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The content mastery domain of self-management includes self-assessment skills
and strategies intended to help students assess their own level of content knowledge in
prerequisite academic areas. Butler (1995), and Ellis et. al (1989) (included in the
dissertation literature review) both illustrate the importance of content learning in their
research which taught students to self-manage academic self-awareness as a skill to assist
appropriate academic placement.
The third domain, student self-understanding is identified as a crucial element to
incorporate into the development and implementation of self-managing academic
interventions. Self-understanding skills provide a knowledge base of individual learning
issues. These skills address areas such as academic attribution and self-efficacy
(Zimmerman, 1989), legal rights, self-determination, and the development of a general
self-understanding of one’s disability. Theoretical transitional models, presented in
chapter one, such as Brinkerhoff (1991) and Aune (1991), emphasized the importance of
self-understanding as a critical element contributing to academic improvement and
overall student success.
Essentially the three domains of self-management are hypothesized to
compliment each other when taught together as an integrated intervention. For instance,
while it is important to teach students procedural skills, without the ability to self-assess
academic ability or have a sense of self-efficacy toward success, student self¬
management skills may not be used as efficiently and effectively as if a student has
global sense of these skills and their applications. Therefore, it is vital to include all three
domains in a training module for students, and the necessity increases when a student is
in an independent learning arena like college. A good example of integrating various

110

domains of academic self-management skills is found in the Butler study (1995). In this
work she utilized Strategic Content Learning (SCL) by teaching students to self-assess
their strengths and weaknesses in a targeted academic domain and also provided strategy
based procedural activities to assist student strategy implementation. These students
were provided with procedural skills for strategy use as well as content mastery
assessment skills, which prepared these students to recognize their difficult areas while
utilizing strategies to improve their academic success.
The following research design presents an integrated intervention model for post
secondary students with learning disabilities. The training materials targeted the
following areas; study skills, organizational skills, time management strategies
(procedural skills), disability awareness, self-advocacy, knowledge of legal implications
for students with learning disabilities (self-understanding), strategy use and content
mastery understanding. Materials were composed from a combination of Strategic
Content Learning (Butler, 1995), study skills training for students with learning
disabilities (modeled from programs from the University of Massachusetts, Amherst
Learning Disabilities Support Services, and the (college name) College Office of
Learning Skills), and the legal foundations and implications of federal laws for students
with learning disabilities (Brinkerhoff, 1993).

The Academic Self-Management Training Intervention
The intervention was conducted at a small liberal arts college for women in
Western Massachusetts. Participation in the intervention was offered to all students at the
college who were registered as a student with documented learning disabilities and/or
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attention deficit disorder with the college’s Office of Learning Skills. Qualified students
were those with valid documentation confirming the existence of a learning disability,
and or attention deficit disorder on file with the Office of Learning Skills. The Office of
Learning Skills supports students with documented learning disabilities by offering
individual case-management, adaptive technologies, and skills based training
opportunities in time management and study skills. The director of the program
supported this intervention by informing all registered students of the academic
intervention and how to register as a participant. Therefore the group of students who
participated in the intervention self-selected after receiving a letter from the researcher
(see Appendix A). At the post-secondary level students who participate in non-credit
based academic support invariably do by personal choice. In this respect this research
project is similar to the strategic content learning assessment in the literature review of
this dissertation (Butler, 1995). While self-selection impacts research design by
threatening research validity and generalizability, it offers practical assessment of the
implementation of a realistic intervention scenario. It is unlikely that students with
learning disabilities (especially an elite liberal arts college targeting high achieving
students) would be required to participate in academic interventions of self-management
skills. Because of this, and other reasons confounding student selection (extracurricular
commitments, rigid scheduling, and lack of interest), random selection and experimental
control is difficult to impossible to obtain. These barriers potentially deter research
aspirations of professionals working with this population. Therefore, this dissertation
was designed to provide a clear program evaluation of an intervention, offering practical
information for educational researchers and practitioners alike.
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Research Design
This proposed study incorporates a “before and after” program evaluation design
with pre-post test within-group study with mean comparisons across a battery of
dependent measures. The design is unique because it attempts to examine the
implementation of the intervention, as well as individual student progress during the
course of the intervention period. The pretest and posttest measures were chosen to
assess within subject change across the domains of self-management targeted by this
academic intervention. In addition to individual student change, the program
!

acceptability of the intervention will be reported across all student participants.
Table 2: Before and After Research Design.__
Post-test Condition
Pre-test Condition
Intervention Phase
2
first week

Oi

eight weeks

last week

Xi

02

A frequent weekly measure (strategy use log) was developed to track individual
student performance in several areas; ability to identify a target academic goal, strategy
use, academic self-monitoring, and strategy skill maintenance.
Table 3: Weekly Strategy Use Log Schedule
Week
4
2
3
5
6
7
n-1
One
Pretest
Ol
02 03 04 05 06 07
Note. n-l=l student
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8

9

08

09

Week
Ten
Posttest
010

Fall Sem.
Follow-up
Interview
Oil

Participant Selection
Student outreach for the intervention was initiated with an informational letter
describing the intervention via e-mail from the Dean of the Office of Learning Skills.
The letter was distributed during the first week of December announcing the intervention
to begin during the Spring Semester. At the beginning of Spring semester, a follow-up
email was sent to potential participants as well. The letter included a brief description of
the intervention training program including an outline of the content, the setting, time,
and participant eligibility guidelines. Interested students contacted the learning skills
office to register for the study. Each student then received a consent form, and a brief
biography of the researcher (see Appendix B). Informed consent was defined on the
form to ensure student understanding. Students with multiple disabilities, such as severe
mental health disorders (e.g. major depression, or personality disorders) were not
included in the study in order to increase subject homogeneity by narrowing the
population focus. No student meeting these restrictions enrolled to participate in the
intervention.
A total of fourteen students (out of approximately 80 eligible students) expressed
interest prior to the intervention. All of these students were encouraged to participate, ten
initiated participation, and seven completed the intervention.

Data Collection
A series of dependent measures were pre-tested and post-tested before and after
the intervention phase of the research (see the method section below for details on
dependent measures). Additionally, frequent weekly probes in the form of a academic
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self-management log were collected to track individual student academic goal setting
toward self-identified targeted academic areas, and strategy implementation on targeted
and non-targeted academic areas. All measures were coded to ensure the protection of
student identity.

Measures
Four dependent measures were administered as pre-test and post-test measures.
Each measure provided continuous (ordinal) raw data. The pre-tests and post-tests
occurred before and after the experimental phase of this study. The four dependent
measures include; the perceived self-management student questionnaire (by author), the
LASSI (the Learning and Study Strategies Inventory, Weinstein, 1987), the students’
perceived academic self-efficacy questionnaire (Zimmerman et al., 1992), and an
academic attribution measure (Butler, 1995).

Data Collection Tools
Below are brief descriptions of each data collection measure. It is important to
consider throughout the duration of this study, that these tools are used as a gauge of
student improvement. This study is not a true experimental design, nor is the population
(N) large enough to draw statistical conclusions with confidence. Therefore, the data
presented in the results and discussions sections of this dissertation must be interpreted
with caution. The results presented run the risk of evidencing change due to chance, and
student progress could potentially be misrepresented. This will be addressed throughout
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the dissertation, and discussed at length in the discussion section under the heading
“internal validity”
Student Questionnaire.

A student questionnaire was developed for the purpose

of this study (see Appendix C) by the author. This questionnaire is a Likert-type survey
questionnaire with items which are matched relative to the three domains of self¬
management identified for the purpose of this study (self-understanding, content mastery,
and procedural self-management). The student questionnaire includes a total of forty
questions which probe student responses relative to the three domains of self¬
management; fifteen questions pertaining to procedural self-management skills, fifteen
questions pertaining to self-understanding self-management skills, and ten questions
which query academic content self-assessment skills. The scale is a Likert-type scale
with five responses ranging from “strongly disagree to strongly agree”. This measure
was piloted with a group of college students with learning disabilities at a neighboring
university. The pilot format included the administration and a small focus group of six
students to discuss issues of face validity, layout, and internal validity. The questionnaire
was also reviewed by the learning disability service directors (at the university and the
college of the research site).
The feedback received by the pilot group suggested that the questionnaire was
clear in layout and that the questions were understandable and well presented. Some
small changes were made in the wording of the questions to improve clarity. An example
of this is question 15 which originally read, “I have been taught study skills at school”
and was revised to, “I learned study skills in high school” to designate in what setting the
question was probing. A scoring protocol was devised to assure systematic scoring
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across all participants. The scoring simply ranks student responses in the three domains
of self-management, and includes subsets in each domain relative to the research based
question it probes. Within the domain of self-understanding, the subsets of questions in
this domain were classified as self-efficacy, academic attribution, and legal
understanding. Total scores for self-understanding are computed, as are each subset in
order to increase the sensitivity of the measure. Within the domain for procedural skills,
the subsets academic attribution, and academic skills comprise the domain. The domain
examining content self-management (specifically the academic strengths and weaknesses
of the student) three sets of two counter balanced questions were placed randomly
throughout the questionnaire. These counter balanced questioned simply reversed the
order in which the question was presented on the questionnaire. For example, one
question read, “I am better at math than language arts”, and later another question reads,
“I am better at language arts than math” the point of the counter balancing is to determine
if the student is consistent in their response sets. This better establishes validity when
asking specific questions requiring self-report (Gall, Borg, & Gall, 1996). The scoring
protocol therefore includes; a total questionnaire score, three domain scores, and seven
index scores. Student responses were all scored using the developed protocol for pre-test
and post-test measures.
The statistical results of the student questionnaire are presented in the results
section (chapter four) as percentage scores. Average to above average scores are
considered to be scores exceeding 50%. The reason behind this is that it is possible for a
score of 50% to be obtained by consistent responses of “no opinion” (five responses are
available - strongly disagree, disagree, no opinion, agree, strongly agree). All reported
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scores are augmented with a description with examples of the change of score when
applicable. The student questionnaire should be validated in future research in this area,
as it proved to be a sensitive tool measuring student change.
The Learning and Study Strategies Inventory (LASSI). This inventory is a
validated research tool with the purpose of assessing students’ 4tuse of learning and study
strategies and methods” (Weinstein, 1987, p. 98). This tool was identified as a match for
the purposes of this study because it examines covert and overt thoughts and behaviors
\

which influence academic performance. The domains of the measure are specific and
y

lend themselves to functional intervention planning information. The LASSI scales
examine individual students’ attitudes, motivations, time management skills, anxiety,
concentration, information processing abilities, main ideas identification skills, self
testing and test taking strategies. The LASSI has been normed for college students and is
one of the few validated measures appropriate for this specific student population.
The LASSI was piloted and developed beginning in 1982. Two primary pilot
periods provided social desirability and scale format changes and modifications. With
respect to social desirability, response bias was addressed by rewording items and
changing any item that had a correlation of .50 or higher on a measure of social
desirablity (Weinstein, 1987). Also feedback from the pilot sessions led to rewording of
items to increase clarity. The scale was constructed using a series of field tests over a
two years. In 1984, the scale was normed with a population of 880 randomly selected
matriculated freshmen, followed by test-retest correlations. The validity of this scale was
determined using several methods including; comparative analysis with other similar
measures, and validation compared to performance measures (Weinstein, 1987). Social
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validity informed by a myriad of educators and professionals who have administered the
LASSI report a high level of satisfaction in the ease of administration and functionality of
the results.
Causal Attribution Scale. The casual attribution scale measures to what degree a
student attributes their academic success relative to external and internal factors. Student
are asked to reflect upon a time when they experienced academic success and answer
questions relative to that experience, similarly students answer questions reflecting on a
time that they were academically unsuccessful. The scale is a tool developed by Butler
i

(1993,1995) which examines student academic attribution across ten factors. “The
factors include six internal explanations (ability, effort, strategy use, mood, interest in
the task, motivation) and four external explanations (help from others, luck, task ease,
conditions in the environment) identified as important in previous research” (Rlich,
Debus, &Walker, 1986; Shunk & Rice, 1986; Wener, 1974; cited in Butler, 1995, p. 174).
It is postulated that following the intervention students will exhibit and increase of
internal attribution factors leading to academic success, and a decrease of indications that
academic success is attributed to external factors.
The attribution scale does not have any established psychometric properties. At
the time of the intervention the author was contacted about the scoring and interpretation
of the measure, and it was reported that the measure is best used to assess student
attribution by item analysis. This scale was used with less emphasis than any of the other
measures.
Perceived Self-efficacy.

The fourth dependent measure to be pre- and post-tested

are actually a combination of two scales; the self-efficacy for self-regulated learning scale
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(11 items), and the self-efficacy for academic achievement scale (9 items) (Bandura,
1989) (Appendix D). These measures have been shown to be highly reliable through the
application of Chronbach alpha reliability tests. The self-efficacy for self-regulated
learning scale had a coefficient of .87, and the self-efficacy for academic achievement
had a coefficient of .70 (Zimmerman, et al, 1992). Student perceived self-efficacy
measures will also be pre-test and post-tested for all participants.
Academic self-efficacy has been cited in the research as a primary indicator
positively influencing self-management skill development and implementation (Bandura,
J

1977; Bandura, 1996; Zimmerman, 1990). This score will provide a measure of student
academic self-efficacy before and after the training. Student academic self-efficacy is
hypothesized to increase for those students who receive the self-management training.
Self-efficacy scores are presented in the results section as percentages. Each
percentage report is accompanied with an example of student response change. The
authors of the measure report student scores per item as means and standard deviations,
which is appropriate with large N studies, although given the small N of this program
evaluation the means and standard deviations are not as interpretable as an examination
of student improvement in terms of percentages of item responses. Similar to the Student
Questionnaire, scores above 50% are considered average, although item analysis is
essential in the interpretation of these scores because percentage scores may not be
sensitive to item response changes.
Academic Self-Management Logs. Each week students were asked to turn in a
progress monitoring sheet, reporting their targeted academic goal, implemented academic
strategies, and non-identified academic areas where the strategy may have been applied
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(see Appendix E). The academic self-management logs were developed to record
whether the transfer of skills and maintenance of the skills occurred throughout the
course of the intervention period. This data is used to present single-n type studies
augmenting each case study with the approximation of a single subject research design.
The weekly data sheets are used to assess students on three variables; strategy
identification and self-monitoring of strategy use, transfer, and maintenance.
Exit and Follow-up Interviews: The exit interviews (Appendix F) were conducted
a week after the intervention was completed (end of spring semester 2002). The follow;

up interviews (Appendix G) were conducted with the participants who returned to
campus the following fall semester (one month into the semester with returning students
only). These interviews were transcribed and excerpts from these interviews are included
in the results chapter of this dissertation.

Projected Intervention and Data Collection Timeline
The intervention period was planned to occur over a ten-week period with a
weekly meeting time for an hour and a half. Five training modules were outlined to
provide students with training in the three domains of self-management (see Appendix
H). The weekly module objectives and information were reviewed and introduced by
means of didactic teaching during the fist half of the training session. The second half of
the training session was time designated for reviewing targeted academic goals and
objectives, self-monitoring data collection, and modifications to existing goals and
strategies. The intervention coordinator and author of this paper supervised these
sessions, guided strategy skill identification and finalized individual goals with each
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student prior to the end of each session. The modules were developed based on the
research on academic self-management (including training in each of the three identified
domains of self-management), and teaching materials were gathered from research,
internet sources, and from the learning disability student support centers at two local post
secondary institutions. Each module was presented twice, once as an introductory
session, and the second as a review session.
Students attended these sessions for training purposes only and there was no grade
or academic credit earned for participation in the training. All students were pre-tested
and post tested, before the intervention began (baseline), and following the intervention
phase of the study.
The completion time for the pre-test and post testing per student, per testing
session, was between one to one and a half hours, and each intervention session was
scheduled one and a half hours. The pre-testing and post-testing, because of the
consumption of time and the necessity to use meeting times to gather this information,
took up the entire first session. Therefore the first session was spent entirely on the pre¬
testing, introduction of the group, and explanation of the intervention and informed
consent. The post-test sessions were conducted individually with each student prior to
the exit interview.

Data Analysis
The results of this study are presented in individual case studies and a group
discussion, each responding to the six program evaluation questions. To evaluate the
impact of the academic self-management intervention, data from the dependent measures
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and interviews will be used to answer the evaluation questions. The data will be
collected as pre-post test measures and will provide within group comparisons of student
change, while allowing parallel comparisons of dependent measure scores and individual
student ability to apply and use strategies during the course of the intervention.
Descriptive statistical analysis is presented on all dependent measures and within
group comparisons are made in a group analysis of the results. Gains on each of the pre¬
test and post-test measures was evaluated across students.
\

Protection of Human Subjects
The “Human Subjects Review Questionnaire” (University of Massachusetts
School of Education, Doctoral Form D-7, Appendix I) controls a standard of research in
terms research ethics established to ensure participant’s rights are protected by
confidentiality, informed consent, and freedom from harm. Each participant was
provided with a letter outlining the research procedures, and informed consent for
participation in this research project. This document was approved by the Human
Subjects Review Committee at the University of Massachusetts, Amherst. All
participants were above the legal age to determine their own participation in this study.

Confidentiality
All participant names remained confidential. All dependent measures were coded
with fictitious names and numbers. In addition, intervention participation was entirely
voluntary. At any time during the intervention any participant could discontinue
participation. Because it was a group intervention, students were also briefed in the code
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of confidentiality in terms of keeping group participation confidential. Students were
asked not to disclose other student’s status as a student with a disability participating in
an intervention specifically developed for students with disabilities. Maintaining student
confidentiality was never a problem during the course of this study.

Conclusion
This research is unique with the aspiration to train college students with learning
disabilities academic self-management skills. The program was developed using
strategies and content identified by the research as beneficial and important for post
secondary success. The breadth and delivery of the intervention model was designed so
each student involved in the project would benefit from the training program. The
primary goal of the project was to better prepare students with a short term intervention
designed to improve academic skills and strategies. These skills were also presented with
the potentiality of being generalized to future academic settings and demands. A
secondary goal of the intervention was to evaluate the program delivery and student
acceptability of this short term academic self-management intervention.
At the present time, interventions of this type have been conducted individually
with college students under the guidance of tutors, peer tutors, or educational specialists,
and has not been conducted with a small group of students (Butler, 1993 & 1995). This
study is unique because it examines a small group intervention model incorporating
didactic as well as hands on learning approaches to improving post secondary
performance. A potential benefit of an intensive group design is that it conceivably
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provides a functional intervention for a group of students, ultimately maximizing ever
increasing higher education budget and resource limitations.
From my personal experience working with students with learning disabilities at
both the secondary and post-secondary education levels, and through extensive research
in these areas, it is my understanding that, typically, academic self-management skills are
not explicitly taught prior to the transition from high school to college. Literature
reviews indicate very little documentation of empirical research conducted with teens and
young adults with learning disabilities focusing on the various areas of self-management
combined (self-understanding, content mastery, and procedural skill development). It is
the intent of this study to further examine methods which may best prepare these students
as competent learners prepared for success in future academic and vocational ventures.
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CHAPTER 4:
RESULTS
The results chapter of this dissertation will address the evaluation questions posed
in the methods chapter. The purpose of this chapter is to answer the evaluation questions
through a case by case presentation of each participant, and a brief group analysis. The
analysis examines the range of change for these students relative to the academic self¬
management intervention. The American Psychological Association (APA) dissertation
and thesis guidebook. Dissertation and theses from start to finish: psychology and related
-s

fields (Cone and Foster, 1993), recommends that results are best presented by hypothesis
(evaluation questions) rather than by dependent measure, because ultimately it is the
hypotheses guiding the questioning and discussion. Therefore this chapter will present
seven case studies addressing the six evaluation questions. The group analysis at the end
of the chapter is based on group trends, ranges of change, and the social validity of the
intervention.

Participants
Ten female students initially agreed to participate in the intervention program
which took place at an all women’s college in rural Massachusetts. Three students
discontinued attending by the third session. Of the three students who dropped out of the
intervention, the first had a schedule conflict, the second was experiencing psychological
difficulties inhibiting her work with a small group, and the third not only dropped from
the group, but did not return to the college the following semester as a result of poor
academic performance. The final group number was seven, with all participants missing
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less than two group meetings. There were ten sessions, with the first dedicated to
introductions, and explanation of the intervention, and the administration of the
dependent measures (pre-test condition). Eight sessions provided the heart of the
intensive academic self-management intervention. The tenth and final session was used
to administer the post-test measures, and have closure as a group. Each of the seven
students will be given a pseudonym to maintain confidentiality while providing a
personable label of identification (Kathy, Erin, Nora, Linda, Emma, Beth, and Celeste).

J

Case Studies
All names in this section are fictitious to maintain anonymity.

Case Study One - Kathy
General Information
Kathy was a second year sophomore at the time of the intervention program, with
plans to spend her Junior year abroad. In the third grade teachers began to identify Kathy
as a student who was having learning and attention difficulties in the classroom. It was
not until the sixth grade that Kathy was diagnosed as a child with Attention Deficit
Disorder. Following the diagnosis she began receiving extensive tutoring for language
arts and mathematics. She attended private school, and believes that a woman was hired
her Sophomore year of high school to tutor her and help her through her classes. Kathy
assumes this was her equivalent of an aid, whose goal was to, “help me make it through
high school”. She believes she benefited from private school because she may not have
had as many challenging courses in high school. She explained during the exit interview
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that, “because they only let the high achieving kids into the AP (advanced placement)
classes.” She did not think that if she was in public high school she would have had
access to more challenging material. She attributed her success in high school as the
primary reason she, “got into a good college.” “While I have to work my (expletive) off,
I am doing OK”, she offered with a laugh.
Similar to the other woman participating in the academic self-management skills
group, Kathy is involved in a number of extracurricular activities. She explained that
while these activities may take extra time from her schedule, she sees them as important
t

components of her undergraduate experience. She decided to participate in the academic
self-management intervention because she had time management concerns, and wanted to
learn more about learning disabilities. Attention Deficit Disorder, and self-advocacy
skills. For the specific results of the Student Questionnaire which are discussed in the
following series of questions, refer to Table Jl.
For this and the other case studies, participant change will reflect student selfreport on both the dependent measures, and exit and follow-up interviews. The questions
will be answered by considering each of the dependent measures when relevant. Given
the “before and after” design of this study, statistical analysis will rely on descriptive
statistics (medians, ranges, percentiles and rankings).
Question #1 - To what extent does program participation change participant
knowledge, skill usage, and academic self-perception on self-report
rating scales and the questionnaire?
The general impression that Kathy provided during the exit interview was that she
perceived herself as having improved her academic self-management in the areas of
disability awareness, and academic strategy use. Additionally she stated that she had

128

learned more about herself as a student identified with Attention Deficit Disorder. She
reported that she was grateful that she participated in the group because she learned
helpful academic strategies, and also gained a better understanding about herself as a
student with a disability.
With respect to the legal implications as being a student with disability, Kathy
reported that prior to the intervention she was not aware of Section 504 of the
Rehabilitation Act of 1975, and did she know about the American’s with Disability Act
(ADA) as it applied to her as in individual. Following the academic self-management
intervention she was able to describe both Section 504 and the ADA as laws protecting
her in educational and vocational settings as a student with a diagnosed disability. An
index on the Student Questionnaire queried legal implications of being diagnosed with a
learning disability and/or ADD. Kathy showed improvement on the legal index of the
questionnaire from pre-test (50th percent) to post-test (71%). During the exit interview
Kathy stated that any person with a disability should have some understanding of how
disability law supports and protects them, and that she had never learned them prior to
her participation in the intervention.
When asked about how the academic intervention as a group experience, Kathy
stated that the single most important part of the intervention, for her, was “being in a
group that allowed me to share my own experience with others who actually understood.”
She also said, “I have never been able to openly share my disability with anyone due to
fear that people would judge me, or not get it.” She emphasized that her ability to share
her own experiences, in a structured and informative setting, allowed for a personally
safe setting where she learned through listening to others’ experiences and strategies.
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She reported that commonly learned strategies, like the reading strategy SQ3R
(survey, question, read, recite, and review), were skills she had already been exposed to
in high school. She was one of the few students in the group who had prior study skills
training in high school. This was reiterated by her lack of improvement on the index
measuring procedural academic skill acquisition on the Student Questionnaire. This
index focuses on the student’s perception of their specific academic skills and strategy
attainment. Kathy reported that she had a solid understanding of many academic study
skills and academic strategies from the onset of the group. Her scores on this index
actual fell from pre-test (77%) to post-test (71%). At the time of the post-test, she
reported that the most valuable skill she learned during the intervention was her ability to
better plan and organize her projects and papers. She highlighted an academic strategy
which endorses working backwards to identify the steps required toward completion as
particularly helpful, and said that this particular strategy improved her time-management
which resulted in her handing her assignments in on time. Organization and the ability to
manage time are common skill deficits for many individuals with Attention Deficit
Disorder (ADD) according to the Diagnostic and Statistical Manual for Mental Disorders,
Forth Edition (APA, 1994). For Kathy, the two most pressing concerns at the beginning
of the intervention were her difficulties advocating for herself as a student with ADD (i.e.
talking with her professors about her challenges, and asking for academic
accommodations), and her poor project and paper management and organization. Each of
these areas of concern were places where Kathy reported improvement during the exit
interview.
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Kathy concluded her exit interview by sharing that she had been nervous, initially,
to become part of this group because she was concerned of the potential stigma involved
with disclosure among peers. She believed that this group helped her gain confidence in
her ability to share her disability with her professors, and better articulate her educational
needs in and out of the classroom setting. She pointed out that the academic self¬
management intervention would be very helpful for students in high school, even before
they entered a college setting. But she concluded that for her, participating in this
intervention was “better late than never”.
Question #2 - To what extent does program participation change individual student
utilization of these skills by applying them to their schoolwork?
Weekly, each participant was asked to complete an academic self-management
log. This log was initially intended to provide weekly data tracking participants
academic goal setting, strategy use, and strategy use in academic areas other than the
identified goal area. The tool was partially successful, with most students recording
weekly goals and strategy use. Although it seemed to fall short in utility when students
were asked to track generalization of the strategy use to other academic areas. Also,
some students were inconsistent in their ability to fill the sheet out before the next
intervention session, and as a result filled it out hastily at the group session, prior to
handing it in. As a result of the lack of consistency with the forms, it is difficult to make
conjectures on strategy development, or skill generalization. Even so, each participant’s
academic self-management log does report academic goals, strategies, and usage
throughout the course of the intervention, and suggests student progress in terms
identification and application.
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Kathy’s primary academic goal was to pass a math class she was taking on a
different campus at a local university. Kathy had traditionally done poorly in
mathematics, and she identified that meeting regularly with her TA, and several times
during the semester with her professor. Halfway through the semester she changed her
academic goal to better learn to outline her papers, and finish drafts to be revised in time
for the deadlines. She logged that she had used the “big picture” concepts presented
during an intervention session, and this had largely helped her ability to outline her
papers. She also cited time-management strategies which helped her get her papers
handed in on time.
Question #3 - To what extent does program participation change individual student
perceptions of their own academic self-efficacy?
Academic self-efficacy was examined through two scales by Bandura and
Zimmerman (1990), and by a Student Questionnaire developed by the author of this
dissertation. Kathy showed an increase in each of the self-efficacy scales administered
between pre-test and post-test.
On the Self-Efficacy for Self-Regulated Learning Scale (SRLS), Kathy scored 29
out of a possible 44 points (70%) at pre-testing, and increased slightly with a score of 30
(72%) on the post-test condition. The slight improvement was attributed to her perceived
ability to finish her assignments on time. She shifted in her perception from pre-test to
post-test by improving her responding from “pretty well” to ‘Very well”. This slight
change is consistent with the report on her academic self-management log identifying
time-management strategies to get her writing assignments in on time.
The Self-Efficacy for Academic Achievement Scale, also by Bandura and
Zimmerman (1990), examines student self-efficacy specifically related to direct academic
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skill areas. Kathy showed a marked increase on this scale scoring 19 out of a possible 36
(52%) at pre-testing, and 24 (66%) on the post-test condition. She identified a shift in her
ability to learn biology from “not to well” to “pretty well”. She also reported that she
was had in increase in her ability to learn English grammar, learn computers, and learn
reading and writing language skills. Whether the endorsement of higher self-efficacy is
directly related to the intervention is unknown. Although for a student with a loss of
interest in some of her classes at the end of the semester (according to the LASSI), she
does however show an increase on this academic self-efficacy measure. Self-efficacy is
directly correlated with strong academic performance, and is identified as an important
quality of the self-regulated learner (Bandura & Zimmerman, 1991).
Kathy’s self-efficacy rating on the Student Questionnaire suggested a student with
solid academic self-efficacy skills, with scores raising from the already high score of 75%
at pre-test, to the increased 79% at post-test. An area related to academic self-efficacy is
the student’s ability to self-advocacy for themselves around issues of disability. The
self-advocacy index on the Student Questionnaire showed a slight increase during the
’

course of the intervention (58% at pre-test, to 75% at post-test), suggest that Kathy has an
understanding of the self-advocacy skills such as, being able to identify and describe her
disability to a professor, and request academic accommodations when necessary. Sound
self-advocacy skills certainly increase academic self-efficacy relative to the student’s
understanding of their disability, how it effects their academic work, and impacts their
legal status as a student.
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Question #4 - To what extent does program participation change individual
participant disability awareness?
Disability awareness was a subject that Kathy brought up during her exit
interview following the completion of the intervention. She cited the American’s with
Disability Act (ADA) and Section 504 of the Rehabilitation Act as new knowledge she
gained during the intervention. She said she believed that learning about the legal
implications of being a student with a diagnosed disability was important, and she was
surprised that she had not learned about it prior to her involvement in the intervention.
She was unaware that there are legal acts which protected her as a student with a
disability, and she did not realize that the laws actually impact her academic life. Her
increased understanding in the area of disability law was reflected on her responses on
the Student Questionnaire. The Student Questionnaire probed students’ familiarity and
understanding of Section 504 and the ADA, with 24 total points possible. Her pre-test
score was 12 points (50%), while on the post-test condition her score increased to 18
points. The increase on the post-test of 25%, with a final score of 75%. Her self-report,
and her score on the legal index of the Student Questionnaire suggest that Kathy had a
much better legal understanding of her rights as a student with a disability than she did at
the beginning of the intervention.
Question #5 - To what extent will program participation change individual student
self-rating on the LASSI (Learning and Study Strategies Inventory)?
Kathy’s performance on the LASSI (see Table J2) varied considerably depending
on the index being measured. Improvements were only observed on half of the ten
indices, with the other five remaining the same, or decreasing from pre-test to post-test.
Areas remaining the same throughout the intervention were indices measuring
time-management (45th percentile), and the ability to select the main idea when note-
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taking, reading, or participating in other academic activities (40th percentile). These
scores remained the same for both pre-test and post-test respectively. Time-management
was a skill area of weakness for Kathy, and despite the lack of reported increase on the
LAS SI, she stated during the exit interview that she believed she had improved in this
skill area. She explained that as a student with Attention Deficit Disorder (ADD) she
feels that if she doesn’t schedule most of her time she becomes disorganized. Scheduling
“down time” and “study time” into her weekly schedule were strategies she cited as
helpful. While her rating is in the average range, she would most likely benefit from
continued support encouraging her ability to manage her time effectively.
On the index measuring student attitude toward academic work, Kathy’s ranked
herself in the 90th percentile at pre-test, and fell to the 30th percentile at the post-test.
While half of the women participating in the intervention decreased their self-rating on
this index as the semester progressed, Kathy displayed the most dramatic drop in scores.
The drop in academic interest and attitude could be a reflection of the stress that builds
around the end of the semester. It is conceivable that a Sophomore wanting to be
finished with the academic semester may rank herself lower in terms of her attitude and
interest in her classes as the semester comes to an end .
Coupled with her loss of interest in her academic coursework, Kathy reported a
overall decrease of academic motivation (pre-test 50th percentile, post-test 25th
percentile). The only other index where Kathy showed an actual decrease in scores was
on a measure of academic anxiety. On the anxiety index she ranked in the 30th percentile
at pre-test and declined to the 10th percentile on the post-test. Poor attitude toward
academic work, and lack of motivation are likely to be experienced with academic
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anxiety. It is important to consider the three indices (academic interest, academic
anxiety, and academic motivation) as inter-related because they all measure the student’s
self-perception of her behavior as well as how she perceives herself emotionally in terms
of her academic self. Poor academic attitudes and heightened anxiety can negatively
impact motivation, and this triadic connection appears to have been a difficulty with
Kathy’s semester. This interactive dynamic is not uncommon for a student with a
learning disability, especially at a highly competitive college.
Self-testing, reviewing academic materials, and preparing for class are skills
which Kathy perceived self-improvement (pre-test 20th percentile, post-test 80th
percentile). The index measuring these skills showed more improvement than any others
for Kathy. At the beginning of the intervention Kathy expressed that she wanted to learn
skills to help improve her study habits. The skills measured on this index suggest that
Kathy made gains in her ability to prepare for class and manage academic information.
Two other scales on that LASSI measure the “use of support techniques and
materials”, and the “information processing, acquiring knowledge, and reasoning”. The
“use of support techniques and materials” scale increased from the 75th percentile (pre¬
test), to the 90th percentile (post-test). And there was also relative improvement on the
scale probing “information processing, acquiring knowledge, and reasoning” from
ranking in the 45th percentile (pre-test) to placing in the 60th percentile (post-test).
The LASSI, as any self-report scale, relies on subjective information derived from
self-observation. As a result, self-reporting is prone to produce data at risk of being
distorted or biased (Meltzoff, 1998). It is important to consider multiple resources of
responding to formulate realistic observations that most accurately report changes in
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behaviors or self-perception. Kathy may have genuinely lost interest in her classes, or
she may have reported such because she was tired with school, or overwhelmed with her
workload. Still, the data gathered is believed to be sound measures of self-report, and
useful for the purpose of reviewing student progress during the course of the academic
intervention.

Case Study Two - Erin
General Information
Erin was one of two first year students who participated in the academic
intervention group. She was identified as a student with Attention Deficit Disorder, and a
language based reading disability when she was in the eighth grade. The referral
question directing her initial assessment considered her as a child with a form of
depression. The initial evaluation concluded that she was a child with ADD and a
language based learning disability. That diagnosis is consistent with the findings of her
most recent evaluation six months prior to entering the intervention.
She reported during the exit interview that she decided to participate in the
intervention because it seemed like a good thing for her to do. She had decided that she
could “back out of the group” if she did not like it, but she never missed a meeting. Erin
presented in the group as somewhat quiet and reserved. At the beginning of the group
she was more of an observer, and at the time of the exit interview she attributed this
disposition to being a freshman. She said, “I thought the group was very helpful, and so
much fun! I think it was helpful that there were people in there who were just as willing
to share hard stuff as they were to make jokes and laugh at difficult things”. During her
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follow-up interview in the fall following the intervention, she emphasized that she would
like to participate in another academic intervention group. “I think it would be helpful to
do it again, because you can always gain something new and helpful from the skills that
were taught, and the things other people suggest”, she continued. A quality of the
intervention group she liked was that it covered more than “study skills”, and she felt that
the information presented was useful and comprehensive. For the specific results of the
Student Questionnaire which are discussed in the following series of questions, refer to
Table Kl.
Question #1 - To what extent does program participation change participant
knowledge, skill usage, and academic self-perception on self-report
rating scales and the questionnaire?
One central theme was prevalent throughout Erin’s exit and follow-up interviews.
That she found the intervention to be useful and supportive, primarily because of the
support she found in the group. Erin was unique because in high school she had
participated in a program at her high school that worked to educate the community
around issues concerning students with learning disabilities and attention deficit disorder.
An interesting point by Erin was that while the group in high school was important
because it taught the community how to better understand students with these disabilities,
it did not teach academic self-management skills to the actual students with disabilities.
She stated in both interviews that these are skills that everyone entering college should
have the opportunity to learn. Learning academic self-management skills, and meeting
with a group of students sharing a common experience, were Erin’s main motivators to
participate in the intervention.
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Her targeted academic goal throughout the intervention was to improve her
reading skills, especially with the non-text books she was assigned in a literature class.
Her academic self-management logs, as well as her group participation, indicated that she
improved her ability to complete her readings by using improved strategies of reading
efficiency, concentration and note taking.
On the self-efficacy scales (Bandura and Zimmerman, 1991) Erin showed small
gains in her overall scores. On the Student Questionnaire Erin showed now change on
the scales examining self-efficacy and self-advocacy. One hypothesis is that Erin’s high
school involvement in discussion panels addressing disability issues may have fortified
her academic self-perceptions and advocacy skills.
On the LASSI index examining anxiety related to school performance, Erin
showed an increase on this index from pre-test to post-test, moving from the 20th
percentile to the 50th percentile. This suggests a decrease of academic anxiety during the
course of the intervention. Erin also positively endorsed items on a scale measuring selfperception of concentration skills increasing from pre-test to post-test conditions (1st
percentile to the 20th percentile). While this relative improvement places her in the 20th
percentile of age mate peers, this is an area where she reported improvement during both
exit and follow-up interviews.
A decrease in performance was observed on a scale on the LASSI measuring time
management. Erin’s score on the time-management index dropped from pre-test (25th
percentile) to post-test (10th percentile) conditions. The decrease may possibly be a result
of the increased social demands of a first year college student as the semester progressed.
Or it may have been influenced by her increased awareness of what time-management
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entails during the course of the intervention. As she became once she became more
aware of the skills necessary to manage one’s time effectively, perhaps she shifted her
perception of her own ability to manage her time effectively. Needless to say, timemanagement was the primary academic self-management concern which Erin identified
at the time of the follow-up interview.
Question #2 - To what extent does program participation change individual student
utilization of these skills by applying them to their schoolwork?
The target academic goal Erin identified on her academic self-management log
remained the same throughout the course of the intervention. Her goal was to “manage
the large amount of reading assigned in every class, and, to learn how to systematically
get through all of the information”. The intervention included didactic sessions on
reading strategies, note taking strategies, and concentration strategies. Erin was able to
identify strategies to apply to her reading assignments. She also reported on her log that
she was working on concentration strategies. Examples she included were changing
environmental distractions (reading at the library, or in a classroom, opposed to in her
dorm room), and using metacognitive skills such as SQ3R (survey, question, read, recite,
review) and taking notes in the margin identifying the “big picture” and “supporting
ideas”.
During the third group Erin disclosed to the group that she had never read an
entire book for any class. She said that she would do what she described as “trance
reading” where she would read pages at a time, distracted by disruptive thoughts with
little comprehension. Her persistence with the various reading and concentration
strategies did pay off for Erin. At the second to the last group Erin was excited to share
that she had finished two books for her literature class, and was caught up on a large
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percentage of her reading. She attributed her improvement to the use of environmental
study strategies (changing her reading setting, and physical posture), and reading
strategies (effective highlighting, notes in the margin, and SQ3R).
It also came out in the follow-up interview that was, at the time, having difficulty
with effective time-management. Time management is typically a skill deficit for
students with Attention Deficit Disorder (Aune, 1991). She reported that her schedule
felt hectic, and her social life was impacting her ability to stay caught up on her work.
These concerns arose during the follow-up interview question which asked if she would
like to continue attending an academic self-management intervention group as a means of
academic support. Erin suggested that a group like this is good because it can help with a
wide array of skills and strategies. She also added that she liked the group aspect of the
training because she felt like she had support and more understanding than she typically
finds in her peer group. Apart from Erin’s need to improve her time management
strategies, she said her main motivation to be in the group was that she felt it was helpful
with her skill development as well as a socially comfortable and supportive environment.
“I feel less isolated and supported when I see someone from the group on campus. There
is trust and a bond in that connection that isn’t like anything else I have on campus”, she
added.
Question #3 - To what extent does program participation change individual student
perceptions of their own academic self-efficacy?
Erin showed some change on all measures of academic self-efficacy. This was
most evident on the Self-Efficacy for Regulated Learning Scale (Bandura and
Zimmerman, 1991). On this scale Erin reported that she reported an increased in her
ability to; motivate herself to do schoolwork, use the library, meet homework deadlines.
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and plan for her schoolwork. Most of these item endorsement moved from “not very
well” to “pretty well”. Suggesting an increase in her ability to regulate her academic
demands. On the Self-Efficacy for Academic Achievement Scale, Erin showed a
perceptive increase from pre to post-test in her ability to learn a foreign language. During
the follow-up interview Erin attributed her improvement in foreign language to working
in a small study group, and using memorization strategies.
As hypothesized in question one above, Erin may have a well developed sense of
self-efficacy because of her involvement in a high school group that educated community
members about disability issues. One could also speculate that Erin’s sense of her own
efficacy may be a product of a supportive family, and/or school. While there was no
change on the Student Questionnaire, as discussed above, her perception of her academic
self-regulatory skills did evidence improvement.
Question #4 - To what extent does program participation change individual
participant disability awareness?
The largest score increase on the Student Questionnaire from pre-test to post-test
was Erin’s understanding of disability law (Section 504, and the ADA). At the time of
pre-test Erin scored 5 out of a possible 24. Although it is important to point out that a
score of 1 on the questionnaire is “strongly disagree”, and a score of 4 is “strongly
agree”. An itemized review of her responses reveals several items changed from
“disagree” to “agree”. Familiarity with the ADA and Section 504, and her ability to talk
about her legal rights as a student with a disability, are areas where Erin improved greatly
on the Student Questionnaire.
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Question #5 - To what extent will program participation change individual student
self-rating on the LASSI (Learning and Study Strategies Inventory)?
The greatest improvement from the pre-test to post-test on the LASSI (see Table
K2) occurred on two indexes; one measuring academic anxiety and performance, and the
other her ability to identify main ideas and recognize important information. Her ranking
on the anxiety index increased from the 25th percentile (pre-test) to the 50th percentile
(post-test). The elevation in her score indicates that following the intervention phase Erin
perceived herself as better able to manage her academic and performance anxiety. Two
of the intervention sessions discussed academic anxiety reduction, which may have
helped improve Erin’s ability to manage and decrease her academic anxiety.
On the scale measuring Erin’s perceived ability to select main ideas and recognize
important information, she improved with ranking in the 40th percentile at pre-test, and
raising to the 90th percentile at post-test. For Erin this was the largest measured
improvement for any index on the LASSI. The academic self-management intervention
offered two sessions designed to teach students the importance of recognizing the main
ideas with both reading and note taking strategies. These strategies were also reviewed
informally during other intervention sessions. It is likely that Erin’s improvement with
reading assigned materials and organizing her work was impacted by her ability to
recognize the main ideas and apply newly acquired learned strategies.
There were several indices where Erin remained consistent from pre-test to post¬
test. A measure of motivation remained consistently low at the 20th percentile for both
conditions, while her self-rating on her ability to identify academic support techniques
and materials remained remarkably high at the 95th percentile for both conditions. Given
her history as a student with ADD who was involved with a proactive high school group
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educating community members about disabilities, it is understandable that she remained
consistent on these indices. Throughout the intervention she was clear in stating that
academic motivation is very difficult for her. Additionally, as a student exposed to a lot
of self-advocacy training in high school, it is not surprising that she was well equipped
with the ability to identify supportive academic techniques and materials.
Time-management was an index where Erin dropped in her self-rating from pre¬
test to post-test. Her score on this index decreased from the 25th percentile at pre-test to
the 10th percentile at post-test. Time-management was in identified area of weakness for
Erin, and it is a typical area of difficulty for students identified with ADD. The decrease
in self-rating may have been impacted by the ever increasing demands at the end of the
semester.
On the index measuring concentration and attention her score rose from the 1st
percentile to the 15th percentile. The low ranking is not unusual for a student with
documented Attention Deficit Disorder, and the slight increase on this scale, while
nominal, the rise in her confidence with respect to skills of concentration and attention is
hopeful. Students are naturally under greater academic stress at the end of the term when
the workload is most intense and demanding, which may have influenced her own self¬
perception on the index of concentration and attention. The influence may have resulted
in a lower rating than she may have ranked at a less demanding time of the semester.
On the index measuring her ability to identify strategies used for self-testing,
reviewing materials and preparing for classes, she showed relative improvement (1st
percentile at pre-test, 15th percentile at post-test). Marginal improvements in both
indices, self-testing and concentration, support the recommendation that Erin would
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benefit from future involvement in an academic self-management intervention of this
kind. Further involvement may afford her the opportunity to continue with trends of
improvement which may continue throughout here academic career.
Overall Erin’s performance on the LASSI indicated that she was gaining skills of
organization, recognizing main ideas, and academic anxiety reduction. Slight
improvements where also reported with respect to her attitude and interest in academic
materials, as well as with attention and concentration. In summary, it would likely
benefit Erin to continue to receive continued academic self-management training, as she
showed slight improvements in important areas which would possibly continue with
additional training.

Case Study Three - Nora
General Information
Nora was a Junior when she participated in the academic self-management
intervention, and a Senior at the time of the follow-up interview. She was identified as a
student with visual-perceptual and language based learning disabilities when she was a
Sophomore in college. This diagnosis was still relatively new to her when she entered
the intervention. Nora is also the student who showed the most dramatic changes in her
rankings on all of the dependent measures.
Concerns for Nora at the beginning of the academic intervention were that she
historically struggled with learning foreign languages, organizing writing assignments
and time-management. She believed that she would benefit from the academic self¬
management intervention because she wanted to learn specific study skills, as well as
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increase her knowledge about learning disabilities. She explained in the exit interview
that, “I have read my report (psychoeducational evaluation) a couple times, and I don’t
really understand it very well”. Her roommate, identified as having a learning disability
when she was in grade school, also participated in the intervention. Nora said that it was
also nice to participate in the group with her roommate because, “we study a lot together,
and it seems both have to work harder than our friends”. Three primary academic goals
remained consistent for Nora during the course of the intervention. They were to better
outline and improve her written assignments, improve her time management, and change
her academic self-talk. For the specific results of the Student Questionnaire which are
discussed in the following series of questions, refer to Table LI.
Question #1 - To what extent does program participation change participant
knowledge, skill usage, and academic self-perception on self-report
rating scales and the questionnaire?
This case represents the educational researcher’s desired outcome when working
with students with learning disabilities. Nora’s scores an on each dependent measure
administered showed considerable positive improvements from the pre-test to the post¬
test conditions. Of the most dramatic were her substantial gains on the Learning and
Study Strategies Inventory (LASSI), with the majority of her rankings falling within the
10^-40^ percentile range at pre-test and increasing to the 50^-95^ percentile range for the
post-test condition. Indexes measuring academic attitude and interest, time-management,
concentration, use of support techniques, and preparing for classes, all showed marked
improvement following the intervention. Similar improvements were observed on scales
of self-efficacy. Rankings increased on scales of self-efficacy for regulated learning and
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academic achievement, respectively. There was also an increase of perceived selfefficacy on the self-efficacy index included on the Student Questionnaire.
The academic self-management intervention was regarded as very helpful with
respect to Nora’s academic productivity and attitude. She said during the exit interview
that, “I was able to try out a variety of strategies in areas where I had problems, and I
think that was helpful.” The Student Questionnaire results indicate that Nora improved
S'

her ratings in the domain of procedural academic self-management. Procedural
strategies include time-management, reading texts, using the library, and basic study
skills. All of these were areas of academic self-management which Nora endorsed as
acquired skills during the post-test condition. One reason for the dramatic increase on the
post-test measures may be that Nora had only recently been identified as a student with a
learning disability, and because of her new diagnosis, had little exposure to the direct
instruction of learning strategies. While none of the participants had ever been involved
in extensive academic strategy skill instruction, many reported having been introduced to
some study skills strategies in high school. It is also the case that Nora was a very
enthusiastic participant, with impeccable attendance and frequent group participation.
She had remarkable follow-through with her self-management logs, and identified her
strategy use weekly. This willingness to participate with her consistent follow through
was evidence that Nora placed a lot of effort and energy toward her academic self¬
management skill improvement. Whether it be determination stemming from her recent
diagnosis, or her general motivation as a student and participant in the group, or (most
likely) a combination of these, Nora was a student who appeared to benefit greatly from
the intervention.
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Question #2 - To what extent does program participation change individual student
utilization of these skills by applying them to their schoolwork?
At the time of the follow-up interview, Nora reported that she was still using
many of the strategies from the intervention toward her academic work. She explained
that before the group she had never learned strategies for effective time-management, and
claimed that time-management skills have greatly improved her paper writing. She
believes that these skills have helped her manage her work more efficiently, and the end
result has been her handing her work in on time. Prior to the group she said that her work
would all become due at the same time, especially papers, and her pattern was to work
excessively at the end of the semester. Her poor organizational skills also made this
experience worse, because she did not break down her work and consider the amount of
time each project would require. She reported that her semester in the academic self¬
management intervention was the first semester where she felt organized and “in control”
at the end of the semester.
On the LASSI Nora climbed from the 25th percentile to the 70th percentile (pre¬
test, post-test) on the index measuring her use of supportive techniques and materials.
And from the 15th percentile, to the 70th percentile (pre-test, post-test) on her ability to use
strategies of self-testing, reviewing, and preparing for class. These two indexes suggest
that Nora was indeed applying the academic self-management skills learned during the
course of the intervention to her academic demands. These findings are consistent with
her self-report during the exit and follow-up interview conditions.
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Question #3 - To what extent does program participation change individual student
perceptions of their own academic self-efficacy?
Nora’s rankings on the self-efficacy scales was small, relative to the reported
increase of academic strategy usage. Perhaps her overall high rating of self-efficacy was
another factor contributing to her substantial increases. Understandably, if a student rates
themselves as having a strong sense of self-efficacy, their ability to successfully apply
learned skills to academic work would be enhanced. The changes between pre-test and
post-test of Nora’s reported academic self-efficacy, while slight in score increase, offer
insight into her overall success. As reported in Question #2, Nora’s ability to finish her
homework by required deadlines improved. On the Self-Efficacy for Self-Regulate
Learning (SRLS) she believes she improved her ability to “finish her homework on
time”. She moved from “pretty well” to “ very well” (pre-test to post-test) on her report
of timeliness on assignments. On this same measure she reported that her ability to
“remember information presented in class and textbooks” changed from “not too well”
(pre-test) to “pretty well”, suggesting a positive change. On the Self-Efficacy for
Academic Achievement Scale (SEAAS) Nora also showed small changes in her selfefficacy perceptions of her ability to learn English grammar, and learn reading a writing
skills. On the SRLS, Nora’s total scores were 29 of a possible 44 (65%) at pre-test, and
34 out of a possible 44 (77%) at post-test. The SRLS is a better measure of the domain of
procedural academic self-management, probing areas of skill and strategy development
and use. Whereas the SEAAS, looks more at academic achievement, probing the
subject’s ability to learn specific academic subjects (English, foreign languages. Biology,
Mathematics, etc.). It is not surprising that Nora showed a larger increase in her selfefficacy perceptions relative to self-regulated learning, because the focus of the
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intervention was on domains of self-management toward improving academic work (selfunderstanding, and procedural skills opposed to specific academic tutoring). The minor
changes on these self-efficacy scales support Nora’s reports of improving her skill use in
a variety of reported academic self-management skills (organization, time management,
and study skills).
Question #4 - To what extent does program participation change individual
participant disability awareness?
Discussions addressing legal issues and self-advocacy for students with
disabilities were part of the intervention and enhanced by Nora’s participation. On the
Student Questionnaire, Nora showed an increase (pre-test to post-test) on the indexes
probing legal understanding and self-advocacy skills. For the pre-test condition, she
reported that she was not familiar with the ADA, or Section 504. Following the
intervention Nora had a familiarity with these laws. She was able to talk about her legal
rights as a student with a disability, and said she was more confident approaching her
professors when requesting academic accommodations.
At the end of the intervention, during the exit and follow-up interviews, Nora
expressed that while she had a greater understanding of the law, she was still unclear in
her understanding about her own diagnosis of her learning disability. She said she had
read her documentation on several occasions, but had difficulty understanding her “actual
disability”. She requested to meet with the evaluator and discuss her assessment results
following the intervention. She said that her participation in the intervention helped her
realize that she wanted to know more about the specifics of her evaluation so she could
adapt her academic strategies to best suit her psychoeducational profile.
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Question #5 - To what extent will program participation change individual student
self-rating on the LASSI (Learning and Study Strategies Inventory)?
The LASSI was the dependent measure that offered the most dramatic changes for
Nora from pre-test to post-test conditions (see Table L2). Upon entering the group Nora
had been identified as a student with a learning disability for less than two years. As a
participant she had perfect attendance, was an inquisitive member of the group often
asking questions and offering opinions, and consistent in filling out her academic self¬
management logs. Additionally, near the end of the intervention she expressed a desire to
review her documentation with a professional who could clearly and simply explain the
findings to her. All of these qualities suggest a student who is in a participatory stance
promoting significant potential growth in the domains of this academic self-management
intervention.
Given Nora’s preparedness to be an engaged participant who reportedly followed
through, and benefited from the use of academic self-management skills, the findings on
the LASSI underscore Nora’s success. The indexes on the LASSI where Nora showed
the greatest improvement from pre-test to post-test measured; attitude and interest, time
management, concentration and attention, use of support techniques and materials, and
self-testing and preparing for class. The “attitude and interest” index questions the
subject’s perception of their attitude and interest with respect to their academic work. At
pre-test Nora ranked in the 40th percentile, and moved up to the 95th percentile at post-test.
An interpretation of this finding is that with Nora’s increased skill base, and subsequent
application thereof, she experienced a better attitude and increased interest in her
academic demands. Considering the timeline of the semester, with post-testing occurring
at the most demanding point, it is even a more compelling reason to view such an
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interpretation as correct. Arguably the trend of self-report at that point of the semester is
that students are losing stamina, and interest, and become overwhelmed by the academic
rigors of finals.
The index measuring “time management” also showed a large increase for Nora.
At pre-test she ranked in the 25th percentile, and at post-test she ranked in the 80th
percentile. Nora was one of the students in the class whose academic goal identified
paper writing and time management as the areas she targeted for improvement. During
the exit interview Nora identified specific strategies that she used in these areas
(organization and outlining, scheduling, support, and self-reward) and reported a great
improvement in her ability to complete her writing assignments thoroughly and on time.
The index measuring “concentration and attention to academic tasks” also was an
fL

area of improvement for Nora. On this index she moved from the 40 percentile (pre¬
test) to the 90th percentile. While her pre-test ranking was not unusually low, her
improvement for the post-test condition show a considerable change of her own selfreporting on this index.
During her exit interview Nora reported improvements with her ability to outline
and execute writing assignments, as well as an increase of her use of academic supports
(the Office of Learning Skills, writing center, and study groups). Her scores on the
LASSI index measuring “selecting main ideas and recognizing important information”
increased from pre-test to post-test. On this index she moved from the 10th percentile to
the 50th percentile, a ranking that suggests positive change in this academic skill area.
Additionally, on the LASSI index measuring “use of support techniques and materials”
Nora’s ranking improved from the 25th percentile (pre-test) to the TO^percentile (post-
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test). Clearly Nora rankings on these indexes reflect a change of her self-perception of
her ability to use and identify supportive academic strategies and resources.
The final noteworthy change for Nora on the LASSI was in the index measuring
“self-testing, reviewing, and preparing for classes”. Nora’s ranking on this index
changed from the 15th percentile (pre-test) to the 70th percentile (post-test). Again this
suggests that Nora benefited from the academic self-management training by improving
her understanding of her ability to negotiate academic self-management strategies. One
could assert that Nora’s status as a Junior at the time of the intervention further supports
the impact of the intervention on her ability to identify and utilize skills and knowledge
relative to the three domains of self-management. The reason being, Nora’s status as
Junior has given her time in the post-secondary setting to gain these skills and identify
them prior to the intervention. For example, if she were a first year student learning skills
and strategies through the natural skill development as a student new to college, the
marked change on the indices discussed in this section may be less profound. Although,
Nora’s status of Junior may further underscore the effectiveness of this intervention as a
tool for Nora to gain a stronger academic self-perception on the LASSI as well as the
other dependent measures. It can be safely inferred that Nora benefited greatly from her
involvement in the academic self-management intervention.

Case Study Four - Linda
General Information
Linda was a first year student during the academic self-management intervention.
She had been identified as a student with a learning disability during her first semester.
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Her disability was identified as a language based learning disability impacting her ability
to learn foreign languages, with additional challenges in phonemic skills and writing
production. She was referred to the group by a learning disability specialist at the
college, and she willfully attended at their recommendation. Linda presented as a highly
motivated student who reported that she works very hard on her schoolwork. She
identified her family members as “a bunch of scientists”, and added that some of her
relatives have been identified with dyslexia. She decided to participate in the
intervention because she wanted to learn about learning disabilities and academic
strategies.
During the exit interview Linda was asked if she was surprised to have been
identified with a learning disability so far along in her educational history. She replied
that she was not surprised and that she, her teachers, and her family have always known
that she learned “differently” than her peers. She illustrated this by explaining that, while
she had never been identified as having a disability, she worked at length with specialists
throughout elementary and junior high schools. She described the strategies she had
learned in the past as “very visual, teaching me how to use my strengths”. During the
second and third grades, Linda was tested to assess her language skills (spelling, reading
and grammar). She reported during the interview that she had “not done so well” during
these assessments, but she was not evaluated by the request of her family. She said that
they were afraid of her being identified as a student with a disability, and would rather
she just learn strategies, receive some tutoring, and develop a strong academic work
habit.
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Linda was very successful in high school, but discovered when she came to
college, “the language difficulties really surfaced”, and she decided to undergo
psychoeducational assessment. Given her history, she felt the assessment results
validated something she already suspected, that she has always had a language based
learning disability. She attributes her success to hard work, and a lot of attention and
support early on in her educational career (at school and home).
The academic self-management logs she completed identify “time management,
writing skills, and learning how to summarize her readings/notes” as strategies she
wanted to apply to her academics. The targeted academic goals cited on her logs
included physics (summarizing lessons and memorization), and paper writing
(organization and grammar). For the specific results of the Student Questionnaire which
are discussed in the following series of questions, refer to Table Ml.
Question #1 - To what extent does program participation change participant
knowledge, skill usage, and academic self-perception on self-report
rating scales and the questionnaire?
What was most apparent through Linda’s group participation, performance on the
dependent measures, and from the information she provided during exit and follow-up
interviews, is that she came into her post-secondary experience with many intact and well
developed academic self-management skills. Her scores on the LASSI were the highest
at pre-test and post-test than any other group participant.
There were increases on several indices that are worthy of discussion, especially
with time-management, and self-testing skills. Linda identified time-management as one
of the strategies she needed to improve, and added that she had never received direct
instruction in this particular skill area. She reported that the majority of support that she
received at school and home were direct academic strategies specific to the subject
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matter. As a result she believes she “did not really learn how to organize my work or
time”. Consistent with this report was her marked increase on the time-management
index on the LASSI (pre-test 40th percentile, post-test 80th percentile).
Additional areas of consistent strength for Linda were evidenced on scales of selfefficacy and academic attribution. While positive changes existed from pre-test to post¬
test on these measures, her scores showed that the changes were subtle, and her rankings
were high for both conditions. This suggests that Linda came into college with strong
academic confidence in her abilities, and had learned strategies to help her compensate
for her language difficulties.
Linda also showed slight improvement on the Student Questionnaire, and the selfefficacy measures. These nuances will be discussed in the program evaluation questions
below. Overall, Linda was a strong group participant who was actively engaged in the
group process. She offered support to the other group members, shared strategies that she
found effective, identified her own areas of weakness, and applied strategies she learned
in the group to her academic goals (time management and organization). During her exit
interview she reported that she “enjoyed the group discussions, liked hearing what other
people were doing to improve their (academic) work”. She said she had never done
anything like this before, and that as a freshman newly identified with a learning
disability, it was perfect timing and useful information.

I
I
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Question #2 - To what extent does program participation change individual student
utilization of these skills by applying them to their schoolwork?
Linda reported that her greatest improvements because of her participation in the
intervention were time management, reading strategies and organizational skills. She
also identified all of the study skills sessions as helpful because, “even if you’ve learned
them before, it doesn’t mean you use them”.
Linda identified several areas during the exit interviews as areas of improvement
(time management, and study skills). Her self-report during the interview was consistent
with the areas where she demonstrated an increase on the dependent measures. She said
that the most useful skills she applied to her academic work were time management,
writing organizational skills (visual mapping), and reading strategies (SQ3R - survey,
question, read, recite and review, and making notes in the margins).
Question #3 - To what extent does program participation change individual student
perceptions of their own academic self-efficacy?
Linda showed high academic self-efficacy throughout here participation in the
group. Her group participation as well as her responding during interviews and on the
dependent measures suggest that she has characteristically high perceived academic selfefficacy. There was virtually no change on the Scale for Self-Regulated Learning (SRLS;
pre-test 80%, post-test 84%) and the Self-Efficacy for Academic Achievement Scale
(SEAAS; pre-test 58%, post-test 61%) (Bandura & Zimmerman, 1991). An itemized
examination of Linda’s responding revealed that on the SRLS she changed her response
to “how well can you use the library to get information for class assignments?” from
“pretty well” to “very well”. Although this can easily be attributed to her exposure to
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library work as a first year student, and it is likely that many first year students would
experience a similar improvement.
Another area of improvement on the SRLS was that she reported an increase of
academic self-motivation. Additionally on the LASSI, she recorded an increase of
academic attention and motivation. It is difficult to attribute this change of self¬
perception solely on the intervention, although it is an important academic quality of the
independent learner.
Overall, Linda’s high academic self-efficacy was clear throughout the entire
intervention. She openly discussed her weaknesses with language and organization, and
identified strategies toward improvement. Linda was a great example of a student whose
self-regard as an academically effective student will likely achieve a high level of
academic success.
Question #4 - To what extent does program participation change individual
participant disability awareness?
Linda’s score on the Student Questionnaire suggested that she had gained the
ability to identify Section 504 and the ADA, during the course of the intervention. Her
lack of prior knowledge about these legislative acts to protect people with disabilities is
to be expected from a student only recently diagnosed with a disability herself. She
reported during the exit interview that she found the legal information presented during
the intervention to be the “least helpful” out of all the areas covered. She believed it was
important for her to learn about the legal implications of being a student identified with a
disability, but she did not regard it particularly useful. She preferred learning functional
academic self-management skills that she could directly apply to her academic work. She
reported that she did understand that it was important to include as part of the
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intervention, especially with a group of students who could potentially be effected by the
law.
Question #5 - To what extent will program participation change individual student
self-rating on the LASSI (Learning and Study Strategies Inventory)?
The LASSI proved to be the single dependent measure that showed the most
change from pre-test to post-test for Linda. Results are presented in Table M2. While
Linda maintained high rankings at both conditions of administration, her improvements
are worthy of examination. The indices where the most significant increases were
recorded were: attitude and interest; time management; self-testing, reviewing and
preparing for classes; and test strategies and preparing for tests.
The index measuring attitude and interest in academic work increased from a
considerably high ranking in the 80th percentile (pre-test) to a very high ranking placing
her in the 99th percentile (post-test). Similarly, with the index measuring “motivation,
diligence, self-discipline, and willingness to work hard, Linda climbed from the 90th
percentile (pre-test) to the 99th percentile (post-test). This defies a trend that had been
observed in several other participants, that as the semester continued students lost interest
and motivation. The converse was reported by Linda, who showed an increase in each of
these areas. It may be hypothesized that her consistently high academic self-efficacy
impacts these areas of academic stamina and interest.
The largest improvement for Linda on the LASSI was on the index measuring
time management. On this scale Linda ranked in the 40th percentile at pre-test, and in the
80th percentile at post-test. As stated earlier, this improvement is consistent with her selfreport during the interviews. This improvement may also have influenced her responding
on the SRLS where she reported an improvement of her ability to complete her assigned
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work on time. There was only one other index where Linda ranked below the 50th
percentile (average) and that was on the index measuring “test strategies and preparing
for tests”. On this measure Linda ranked in the 20th percentile at pre-test, and moved to
the 50th percentile at post-test. It can be observed that each of these indices (time
management, and self-testing) are skill based areas which were taught through direct
instruction during the course of the intervention. They are also areas which Linda
identified as areas of weakness at the onset of the intervention. It is a positive finding
that Linda identifies each of these areas, the two which fell below the average range, as
areas of improvement.
Linda showed strong rankings at pre-test and post-test conditions (85th percentile
and above) in the following areas: anxiety and worry about school performance;
concentration and attention to academic tasks; and the ability to process and retain
information. Her reporting on such high levels at both pre- and post-test conditions
suggests that Linda is a student who is equipped with many academic self-management
strengths. Her ability to maintain a strong positive attitude while applying academic
strategies to her work is the profile of a competent learner with great academic potential.

Case Study Five - Emma
General Information
Emma was in her Junior year when she participated in the academic self¬
management intervention. She is a student identified with both Attention Deficit
Disorder and a learning disability. Her learning disability was first diagnosed when she
was in the ninth grade, although she had been having academic difficulties since the sixth
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grade. Emma reported that the public school she attended was not giving her the support
she needed, primarily because they were not following her Individualized Education Plan
(IEP). In the eleventh grade she entered what she described as “independent study”,
where she did part home-schooling with supplemental courses at a nearby community
college. She described her experience at the community college as the first educational
setting where she received the support she needed. Here she took a study skills course
which taught her academic strategies such as listening skills, and reading strategies.
Because of her past exposure to the direct instruction of study skills, Emma said
that she wanted to participate in this group because she wanted to meet women on
campus who share the commonality of being identified as having a learning disability,
and review study skills and academic strategies. During the exit interview, Emma
identified two main reasons why she was interested in participating in the intervention.
“I think a group like this would be better for me than meeting individually with a
specialist because many people bring many questions that I may not necessarily think of
asking. And the other reason is that I wanted to meet other people who understood my
experience, and often specialists don’t come from that place of personal history of having
a learning disability” she said. Emma describes her educational history as a constant
struggle for her, often working many more hours than her peers. She was also glad to be
attending the intervention with her roommate who is also identified as having a learning
disability. “We help and motivate each other with our struggles with schoolwork” Emma
explained as an advantage of living with another student with a learning disability.
Her academic self-management logs identified two primary academic areas of
concern. The first was she wanted to improve her performance in Cell Biology, and the
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other was to keep up with her reading assignments. She identified strategies from the
intervention (note taking and review, and memorization strategies) and also relied on
outside support in Cell Biology (tutor). For the specific results of the Student
Questionnaire which are discussed in the following series of questions, refer to Table N1.

Question #1 - To what extent does program participation change participant
knowledge, skill usage, and academic self-perception on self-report
rating scales and the questionnaire?
Emma reported during her exit and follow-up interviews that she was grateful she
was involved in the academic self-management intervention for several reasons. First,
during both interviews Emma stressed how pleased she was to meet a group of women
who shared similar academic difficulties. One course she was taking during the semester
of the intervention was an educational psychology class studying common learning
disabilities and ADD. She never disclosed as a student with a learning disability in that
class, and attributed her apprehension to the critical analysis in the class which, at times,
discussed the validity of the identification processes. During the exit interview she
recognized that there is probably a problem with the over-identification of students with
disabilities such as ADD. While she is confident that her diagnoses are sound, she did
not want to bring her personal experience into the fray of the classroom debates. She
explained that the academic self-management intervention extended a level of
understanding that she was not experiencing in her educational psychology course.
Emma showed an improvement on scales measuring self-efficacy, strategy and
skill use, concentration, time-management, selecting main ideas, and the use of support
techniques and materials. These improvements will be discussed in the program
evaluation questions below, although along with these positive findings there were some
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areas where there was a decrease in Emma’s self-report. For example, motivation, and
anxiety and worry about school performance, both dropped considerably from pre-test to
post-test.
During the exit and follow-up interviews Emma emphasized that she believed the
intervention was a valuable experience. Like other participants she pointed out that
despite learning study skills in the past she believed it was important to review these
skills and learn new strategies. She said she had applied more of the strategies to her
work than in the preceding semesters because she was “actively engaged in a group that
was talking about ways to improve my work”. When asked about the most valuable
aspect of the intervention, she identified the usefulness of meeting with other women
with Attention Deficit Disorder. She said, “it is so important to share your frustrations
and experiences with other people who share them, I often feel so alone with my
(academic) struggles, and end up thinking I am crazy or just stupid”. Emma articulated a
common theme which arose in the interview, and that is that students identified with
disabilities have much to gain by simply coming together and discussing issues and
challenges which are unique to the college experience.
Question #2 - To what extent does program participation change individual student
utilization of these skills by applying them to their schoolwork?
Reading strategies, concentration strategies, and visual outlining techniques were
the primary strategies and skills that Emma identified as most helpful. During the exit
and follow-up interviews she reported applying these skills to her academic work. She
said she had never learned how to visually organize her work, and after learning these
skills during the intervention she made study posters to help her learn cell biology, and
she was also visually mapping her writing outlines.
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She described herself as goal setting more deliberately than she had in the past,
allowing herself limited time frames to complete work that would otherwise take her
longer to accomplish. She said that identifying short, concise goals helped her maintain
her focus, and in the past she would study until she finished her assigned work. When
she did this she believed that it took considerably more time, made the work seem
overwhelming, and was more difficult for her to maintain her concentration.
Question #3 - To what extent does program participation change individual student
perceptions of their own academic self-efficacy?
Emma demonstrated only small increases of self-efficacy as measured by the
SRLS and the SEAAS. On the whole her responding on most of the items remained
consistent, with slight improvements on the post-tests. On the Self-Efficacy for
Regulated Learning scale, Emma scored 28 out of a possible 44 points (64%) at pre-test,
and 30 points (68%) at post-test. This slight change is colored by the items she endorsed
as areas of improvement. For example her response to the question “how well can you
study when there are other interesting things to do” changed from “not too well” (pre¬
test) to “pretty well” (post-test). Similarly, her response to “how well can you
concentrate on school subjects” changed from “not to well” to “pretty well”. Another
positive change on the SRLS was on the item asking “how well can you organize your
schoolwork” where her response moved from “pretty well” to “very well”. While slight,
Emma’s self-efficacy for regulated learning appeared to improve during the course of the
intervention.
With respect to the Self-Efficacy for Academic Achievement scale, Emma
reported an slight improvement. At pre-test she scored a 24 points out of 36 (67%), while
at post-test she scored 26 points (72%). The most remarkable change for Emma was her
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change of response on the question “how well do you learn science” which shifted from
“not very well” (pre-test) to “pretty well” (post-test). Another positive change for Emma
was on the question asking “how well do you learn biology” where her response changed
from “not too well” (pre-test) to “pretty well” (post-test). These increases of reported
achievement efficacy is matched with her identified academic goal to improve her
performance in Cell Biology. While the changes in Emma’s self-efficacy rankings
appear to be slight, the item analysis reveals improvements of her self-efficacy in her
targeted academic areas of concern. This finding suggests that this increase in her self¬
perception experienced a positive change during the course of the intervention.
Question #4 - To what extent does program participation change individual
participant disability awareness?
Emma, being a student who was identified as having ADD and a learning
disability in the ninth grade, was fairly well versed in disability law when she entered the
group. She was added to discussions about the Individuals with Disability Education Act
(IDEA) and was familiar with an Individualized Education Plan (IEP). On the Student
Questionnaire pre-test she identified herself as familiar with the Americans with
Disability Act (ADA) and Section 504. She did say that she had never “officially
learned” about the ADA and Section 504 in school, but her mother had discussed these
issues with her in the past. Emma was the only student participating in the intervention
with a strong understanding of the legal implications of being a student with a disability.
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Question #5 - To what extent will program participation change individual student
self-rating on the LASSI (Learning and Study Strategies Inventory)?
On the LASSI, Emma had varied self-report concerning her learning and study
strategies (see Table N2). Her academic attitude and interest score increased from the
70th percentile at pre-test to the 80th percentile at post-test. This consistently high score is
likely to help Emma, as it takes interest and motivation to best apply learning strategies to
academic work. Most of the other participants in the did not consistently show this level
of interest and positive attitude (save Linda) toward their academic work, and this unique
quality of Emma’s self-perception is likely a factor which helps her work toward
improving other skill areas where she ranked much lower. Emma showed an increases
on the index measuring her use of support techniques and materials. On this index she
moved from the 45th percentile at pre-test to the 65th percentile at post-test. Her initially
average ranking may be a result of her being identified at an early age. Emma was the
most savvy student in the intervention group when it came to having prior knowledge
about the Individuals with Disabilities Education Act (IDEA) and her Individualized
Education Plan (IEP) when she was in high school. Her initial ranking, while placing her
in the average range, did rise at post-test suggesting that Emma acquired new academic
support strategies during the academic self-management intervention.
Decreases were observed on indices measuring motivation, and anxiety and worry
about school performance. On the index measuring motivation Emma’s scores fell from
the 30th percentile at pre-test to the 15th percentile at post-test. Additionally, on the index
measuring academic anxiety a substantial decrease was reported from the 70th percentile
at pre-test to the 50th percentile at post-test. When asked about these decreased scored,
Emma responded, “I just get really stressed and disorganized at the end of the term and I
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am ready for summer”. Similar to Kathy, Emma’s rankings on these indices may have
been influenced by the time of the semester. The hypothesis here is that students with
Attention Deficit Disorder may be at risk of losing motivation and increased anxiety as
the term progresses. Again, the interesting characteristic observed in Emma’s scoring, is
that despite her decrease of motivation and increase of anxiety, she still reported an
increase of academic attention and interest. This may be the factor of the equation that
can help direct her academic perseverance.
Her highest ranking was on the index measuring “attitude and interest” with 70th
percentile at pre-test increasing to the 80th percentile at post-test. A common hypothesis
would be that if “attitude and interest” are high, then so should “motivation”.
Conversely, on a scale measuring academic motivation Emma ranked in the 30th
percentile at pre-test, and declined to the 20th percentile at post-test. The high ranking of
“attitude and interest” with the low ranking of “motivation” may suggest that Emma’s
learning disability interferes with her motivation toward independent work because of her
attentional and learning challenges. As a highly social person, who never missed an
intervention meeting, she may maintain a high level of interest in her classes and the
subject areas, although when she faces the demand of her out of class work she lacks
motivation. This dynamic is one that speaks to the need to help students gain academic
self-management skills to help the meet their academic requirements in and outside the
classroom.
In terms of her self-perception of her time-management skills, Emma showed a
slight increase from the 20th percentile (pre-test) to the 30th percentile (post-test). This
change is consistent with her self-report on the Student Questionnaire that also showed a
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slight increase in time-management skill usage from pre-test to post-test. Because of the
low rating, Emma would benefit from continued training in self-management to improve
her skill use in this area. Because organizing and sequencing are characteristic
difficulties for many students with ADD, time-management is a skill which is should be
presented to these students through direct instruction. Time management skills are
especially critical since Emma’s motivational rankings are low. Effective self¬
management of time may improve difficulties in motivation and procrastination.
Another improvement was recorded on the index measuring Emma’s use of
support techniques and materials. On this index her ranking improved from the 45th
percentile (pre-test) to the 65th percentile (post-test). This suggests that Emma has a good
understanding of how and where to access academic support. Emma reported during the
exit interview, as well as on her academic self-management logs, that she was seeking the
support of a tutor and was actively meeting with her professors. These pro-active
academic behaviors demonstrate Emma’s ability to use the academic self-management
skills of an independent learner. Her improved ranking in the area of academic support is
hopeful given some of the lower self-perceptions Emma holds of her own academic
abilities.
With respect to “concentration and attention to academic tasks” Emma did show
an increase, while remaining in a below average percentile range. At pre-test she placed
in the 10th percentile with an increase to the 35th percentile at post-test. This trend is
positive, although without increases in areas of motivation, ability to use study skills, and
time management, it can be inferred that this increase will stagnate until a global
improvement across indices occurs.
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Consistently low ratings for Emma on the LASSI were observed on indices
measuring her ability to select main ideas and test strategies and preparation. Slight
increases were observed with the index measuring her ability to select main ideas,
moving from the 5th percentile (pre-test) to the 20th percentile (post-test), and the non¬
changing score on the index measuring self-testing strategies, 10th percentile for both pre¬
test and post-test. The low rankings suggest that while Emma maintains a solid attitude
and interest in her academic work, she would benefit from continued instruction of
academic self-management skills. The hypothesis here is that with improvement in
specific metacognitive skills Emma may experience an increase in motivation,
concentration, and time-management.
Case Study Six - Beth
General Information
Only one senior participated in the academic self-management intervention. Beth
successfully completed her academic requirements during the course of the intervention
and graduated two weeks proceeding the exit interview. Beth had been identified as a
student with Attention Deficit Disorder during her sophomore year. She was an active
participant in the group, who was consistently late on arrival. When tardy she was
cheerfully apologetic as well as self-deprecating. She would exclaim something like,
“Oh, I am so disorganized, and I am sorry I am late. I swear I am never going to graduate
considering how scattered I feel”. And, “sometimes I just feel so stupid, I can’t even
believe I am still in college”. Considering her apparent lack of academic self-confidence,
she remained an active participant in the intervention with consistent, albeit late,
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attendance. Beth was always engaged and supportive with the underclass students in the
intervention group, offering support and an empathic ear.
What also made Beth a unique member of the intervention group was the
discrepancy between what she had to say about her group experience, and her overall
scores on the dependent measures. With respect to the exit interview, Beth was
enthusiastic and positive about the academic self-management intervention. She shared
that she believed the group was very helpful because it was a group of women sharing
common struggles. She reported, “I felt so alone as a student with Attention Deficit
Disorder, and every time I went to the group something else came up that seemed to help
my own (academic) situation”. During the exit interview, Beth expressed that she
preferred meeting with a group of students with similar academic issues rather than
meeting one-on-one with a educational specialist. While not opposed to receiving
individual assistance, she said that “it is different when you talk with other people who
share in similar struggles, you can learn a lot from it and you don’t feel like you are the
only one with these problems”. Beth even went so far as to say, “I really think my
involvement with the group helped me graduate”. Whether or not this is the case, it was
clear during the exit interview that Beth perceived the group as a beneficial supplement to
her final semester at college.
Like many students identified with ADD, Beth reported that she was using the
stimulant medication as a medical intervention. She had mixed views on the
effectiveness of the mediations and reported that they “seemed to help, although I think I
will always have a hard time sitting down to do my work”. Similar to any medication
used to treat a psychiatric disorder, it is best for medication to be coupled with a form of
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treatment addressing behavior change. As a student who identified very little past
support directly targeting her difficulties as a student with ADD, Beth may not have
acquired skills to assist her own academic self-management. The final semester of her
undergraduate career caused her a great deal of stress, which she acknowledged and
openly talked about. She was fearful that she was not going to finish her semester
successfully, and at the time of the post-test condition she was in the throws of
completing an array of academic demands required for her graduation. Perhaps this
added stress, and her observed academic self-deprecation, influenced her responding.
Such a dynamic may have effected her self-rating on scales questioning academic skills
resulting in the overall decrease of ranking across dependent measures at the post-test
condition. For the specific results of the Student Questionnaire which are discussed in the
following series of questions, refer to Table 01.
Question #1 - To what extent does program participation change participant
knowledge, skill usage, and academic self-perception on self-report
rating scales and the questionnaire?
Despite Beth’s optimistic self-report during the exit interview, her scores on the
dependent measures offer the profile of a student who perceives herself as having poor
academic self-management skills. Her scores on eight of the nine indices on the LASSI
decreased from pre-test to post-test conditions. Although no decrease was observed on
the Student Questionnaire, her scores while increasing marginally, were consistently low
for both the pre-test and post-test conditions. Beth did show marginal improvement on
scales measuring academic self-efficacy, with slight increases for the post-test condition.
Time management, memorization, note taking and concentration strategies were
the primary academic strategies that Beth identified as beneficial through her
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participation in the group. She expressed regret in not learning these skills earlier in her
academic career, and went so far as to say that she regretted not applying these skills
effectively to her academic work. She admitted that she spent too much time immersed
in several extracurricular activities, and because of poor time management and
prioritization her academic work suffered. Beth explained that she did finish all of her
work but often late. As a result of this she spent many sleepless nights trying to catch up
at the end of the semester.
Out of the seven participants who completed the intervention, Beth was the
student who showed the least improvement relative to any of the dependent measures. It
is important to recognize that despite her lack of progress on the measures, she did
describe the intervention as a valuable and worthwhile supplement to her final semester
in college. The notion that participation in an academic self-management intervention of
this nature can be perceived by the participant as an enriching experience, even when not
showing improvement on the dependent measures, suggests positive social validity which
is essential when wanting to retain group member participation.
Question #2 - To what extent does program participation change individual student
utilization of these skills by applying them to their schoolwork?
Early on in the intervention Beth targeted her reading assignments and class
participation as areas she wanted to improve. On the academic self-management logs
where she identified her targeted goals, she also listed strategies she would attempt to
implement. Changing her study environment (from dorm room to the library), timemanagement (scheduling her work time), and allowing for breaks, were among her initial
identified strategies. Beth’s academic self-management logs during the course of the
intervention became less detailed when completed at all. Perhaps her lack of follow-
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through on the logs is an example of how she describes herself as losing motivation while
any given semester progresses. At the beginning of the semester she is excited about the
classes and the work to follow. But as these semesters progressed, she reported falling
further and began to miss deadlines. She described this cycle as frustrating, and affirmed
during the exit interview that her final semester was much different than the others.
Because of this, Beth viewed the end of each semester with regret and disappointment for
not getting the most out of her studies. This phenomenon must be a common experience
for the conscientious student with ADD who, while determined at the beginning of the
semester to do “this one better than the last”, does not have the academic self¬
management skills to successfully regulate her work load. A student fitting this profile
would likely report favorably on a positive group experience (i.e. the academic self¬
management intervention), despite not improving because of lack of organization and
implementation of the learned strategies. Students with Attention Deficit Disorder are
often challenged by academic self-management skills that require sustained attention,
time-management, and organizational skills. These are the very skills that many students
with Attention Deficit Disorder are lacking, making successful academic self¬
management that much more difficult to implement and master.
Question #3 - To what extent does program participation change individual student
perceptions of their own academic self-efficacy?
The two measures of self-efficacy administered in this study examined academic
self-regulation (the ability to manage academic work), and self-efficacy for academic
achievement (specific academic skill areas). Beth rated herself as having stronger selfefficacy over specific academic skills, over her ability to manage work. On the SelfEfficacy for Self Regulated Learners Scale (SRLS) Beth scored a possible 21 out of 44
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(48%) for the pre-test condition, and a possible 22 out of 44 (50%) for the post-test
condition. The slight change occurred from pre-test to post-test because Beth perceived
her note-taking skills had improved from “pretty well” to t4very well” over the course of
the intervention period. Higher ratings were observed on the Self-Efficacy for Academic
Achievement Scale (SEAAS) for both pre-test and post-test conditions. At pre-test Beth
scored 23 out of a possible 36 points (64%), followed by a post-test score of 28 points
(78%). Areas of improvement for Beth included; reading and written language, social
sciences, and mathematics.
One explanation for the difference between Beth’s self-perception of her selfefficacy on scales measuring self-regulation compared to those measuring academic
achievement may be that because she is a student with Attention Deficit Disorder with no
diagnosed learning disability. Given her sole ADD diagnosis she may have more
difficulty coordinating and regulating her academic work (self-regulation) opposed to
experiencing difficulty with specific academic skill areas (academic achievement). This
hypothesis is consistent with her self-report during the exit interview. During the
interview she did not target any specific academic area as challenging, rather her chief
complaint was her lack of self-regulatory skills such as time-management, organization,
and motivation.
Question #4 - To what extent does program participation change individual
participant disability awareness?
The two intervention sessions that intensively covered disability law, primarily
Section 504 and the American with Disabilities Act, were the only two sessions Beth did
not attend. She was provided with handouts including descriptions of disability law
(Brinkerhoff, Shaw & McGuire, 1993), but past receiving these, her competency in this
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area was unknown. Unlike all of the other students present for these sessions, Beth did
not show any improvement on the subscale measuring legal knowledge on the Student
Questionnaire. This highlights the important role attendance plays when conducting a
short term intensive intervention of this sort.
Question #5 - To what extent will program participation change individual student
self-rating on the LASSI (Learning and Study Strategies Inventory)?
On the LASSI Beth rated herself lower on all of the measured indices from pre¬
test to post-test conditions (see Table 02). She was the only one in the group to not show
improvement in any area of the LASSI. Beth rated herself below the 25th percentile on
seven of the ten indices from pre-test to post-test conditions. The seven indices include
measures of: attitude and interests; motivation; time-management; anxiety; concentration
and attention; self-testing and reviewing; and test-taking strategies and preparation. What
all of these indices have in common is that they require the ability to use academic self¬
management skills to regulate the learning process. Beth’s low self-perception of her
ability to employ such skills was also reflected by her low performance on the selfefficacy scale measuring academic self-regulation (SRLS). This suggests that Beth may
not perceive herself as a student well equipped with procedural academic self¬
management skills, a skill set area difficult for any student identified with Attention
Deficit Disorder.
The only scales that Beth ranked above the 25th percentile were two indices
measuring the ability to acquire knowledge (55th percentile at pre-test, 35th percentile at
post-test), and the ability to identify main ideas (30th percentile at pre-test, raising to the
20th percentile at post-test). Other index scores showing a decrease from pre-test to post¬
test include: motivation (10th percentile at pre-test, 1st percentile at post-test); time-
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management (10th percentile at pre-test, 5th percentile at post-test); and self-testing (15th
percentile at pre-test, 10th percentile at post-test). Two indices remained the same for
both pre-test and post-test conditions and they were; academic anxiety (15th percentile at
pre-test and post-test), and concentration and attention (10th percentile at pre-test and
post-test). Several hypotheses are possible given Beth’s consistently poor rankings
across all of the LASSI indices. One is that she simply has not required the academic
skills probed by the LASSI rating scale. Two, she becomes so overwhelmed by her work
as the term progresses that she gains an even less confident sense of her own academic
self-management skills. And finally, she may underestimate her actual abilities due to a
poor self-perception of her academic self-management skills.
Beth appears to be a student with the belief that she has the academic skills
necessary to succeed in college (her above average ranking on the SEAAS suggests this),
but she reports deficits in most areas of academic self-management, especially in terms of
her ability to organize and monitor academic work. As a student with Attention Deficit
Disorder, and a general deflated sense of academic efficacy and self-management skills,
it is no wonder she presents low scores across the dependent measures. She believes she
is “smart” but attributes poor academic performance to “being scattered and not
motivated to do work”. Students like Beth are apt to be very hard on themselves because
they know they have what it takes to do the work (content self-management skills), but
tend to have negative academic self-images because of their inability to manage their
own success (self-understanding, and procedural self-management skills). The general
academic self-management profile that Beth’s case presents is a profile which many
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professionals working with college students with Attention Deficit Disorder are likely to
encounter.

Case Study Seven - Celeste
General Information
Of all of the students involved in the study. Celeste’s participation in the group
was the most inconsistent. She often arrived late and on several occasions left early with
prior engagements. She was an enthusiastic participant when present, offering feedback,
personal anecdotes, and humor. Twice during the course of the intervention she
requested meetings in the office of learning skills to discuss note-taking and paper
writing strategies. During the exit interview she reported that she found the group an
important part of her academic semester and admitted that she could have been more
effortful in her participation. Her academic self-management logs were often incomplete,
when she brought them at all. And when she arrived late she broke the groups attention
taking time from the intervention activities.
It was in the fourth grade when Celeste was first identified with a language-based
learning disability, and following that she went to a private alternative school for the
remainder of elementary and secondary school. She described her self as a student who
learns best “outside of the box”. She describes traditional education as “too linear and
not teaching to all of the student’s needs”. Two of her four courses during the semester
of the intervention were taught at a local private liberal arts college with non-traditional
classes. She said she prefers seminar style classes which require group discussion
centered and critical analysis, opposed to traditional lecture type teaching. “I get lost and
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lose interest when I am not able to participate”, she said during the exit interview. At the
time of the exit interview she planned to spend the following semester in Central
America, to study international politics and environmental studies. For the specific results
of the Student Questionnaire which are discussed in the following series of questions,
refer to Table PI.
Question #1 - To what extent does program participation change participant
knowledge, skill usage, and academic self-perception on self-report
rating scales and the questionnaire?
The case of Celeste is an interesting one, partially because if one examines her
inconsistent participation it could be deduced that the program may not have helped her
learning challenges. In actuality her performance on measures of academic self¬
management showed many gains. Additionally, her exit interview concluded that she
believed the intervention helped her with skills of independent learning, and increased
her motivation to complete her work. It is important to consider the positive changes that
may occur for a student, even if observation of participation can suggest otherwise.
Motivation, the ability to acquire knowledge, and self-testing, were three indices
that showed an increase of self-rating on the LAS SI from pre-test to post-test. The index
measuring academic motivation had the most dramatic change out of any other index
with an increase from the 10th percentile at pre-test to the 70th percentile at post-test. A
similar jump was seen on the index measuring the ability to select main ideas and identify
central topics with Celeste scoring in the 20th percentile at pre-test increasing to the 65th
percentile at post-test.
Most of her percentile rankings on the LAS SI remained in the average or above
average range (between the 40th - 80th percentiles) for both pre-test and post-test
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conditions. Only one index on the LASSI remained below the average level, that
measuring self-testing, reviewing, and preparing for classes with scores ranging from the
th

tVi

5 percentile to the 10 percentile (pre-test to post-test). With the areas of academic
motivation showing drastic improvement. Celeste’s reported perception in this area
suggests that she is a student with a positive self-regard relative to her ability to succeed
with her academic work.
On measures of self-efficacy Celeste reported a predominately positive self-image
with respect to academic self-efficacy. A slight drop was reported from pre-test to post¬
test on a measure of academic self-regulation, while an increase was observed on the
scale measuring self-efficacy for academic achievement. Celeste confirmed during the
exit interview that she felt better about her ability to manage her academic work, and did
attribute strategies presented in the group (organizational skills, and reading and writing
strategies) as helpful.
Celeste’s scores on the Student Questionnaire also suggest improvements during
the course of the intervention. Scales of self-understanding, procedural, and content
based academic self-management skills all increased between pre-test to post-test. Selfefficacy, attribution, legal understanding of disability issues, and academic content
understanding were among the areas of improvement.
It is fair to conclude that Celeste’s participation in the program likely impacted
the improvements observed on the rating scales and questionnaire. Furthermore, she
confirmed during the exit interview that she had gained knowledge in the group that
improved her skill use, time-management, and legal understanding as a student with a
learning disability.
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Question #2 - To what extent does program participation change individual student
utilization of these skills by applying them to their schoolwork?
It was difficult to discern Celeste’s course of identification and implementation of
specific academic self-management skills because she was inconsistent and brief in
completing her academic self-management logs. Early on in the intervention Celeste
identified that she wanted to improve her reading, organization, and writing. The
intervention extensively covered these areas, and she also made two individual
appointments in the Office of Learning Skills to further review these strategies. During
the exit interview she reported that she felt the most helpful strategies learned during the
course of the intervention were those helping her reading, note-taking, and writing
organization. This suggests that she gained functional academic self-management skills
by participating in the intervention, and perhaps her drastic improvement in measures of
motivation, as well as identifying the main ideas (a critical aspect of note-taking), can be
attributed to the skills she acquired by participating in the intervention. Celeste agrees
with this assertion, claiming during the exit interview that, “I enjoyed the group and feel
like it really helped me get my work done. I would do it again because I think you can
always use something new and useful when talking about how to do school best.”
Celeste appears to be a student who benefited from her participation in the intervention,
and she reports using skills of academic self-management.
Question #3 - To what extent does program participation change individual student
perceptions of their own academic self-efficacy?
In terms of academic self-efficacy Celeste showed a small decline in her ability to
regulate her academic tasks, and an increase in her perception of her academic
achievement. On the Self-Efficacy for Regulated Learning Scale (SRLS) Celeste
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dropped from a score of 27 out of a possible 44 (61%) at pre-test to a score of 25 (57%)
at post-test. The drop is marginal, keeping her above average in her self-perception of
her ability to regulate her academic work. At the beginning of the intervention Celeste
reported that she could finish homework assignments by deadlines “very well”, and
changed that response to “pretty well” at post-test. Another decline was seen on the item
probing the student’s ability to plan their schoolwork, where she dropped from “pretty
well”, to “not too well”. Increases were seen in her ability to arrange a place to study
without distractions, changing from “not too well” at pre-test to “pretty well” at post-test.
Overall Celeste presented a positive view of her academic regulation skills throughout the
intervention condition.
Academic areas including writing, reading and social sciences were areas of
academic achievement where Celeste reported improved beliefs of her self-efficacy. Her
score on the Self-Efficacy for Academic Achievement Scale (SEAAS) improved from the
score of 18 out of a possible 36 (50%) at pre-test to a score of 25 (69%) at post-test. Her
academic achievement self-efficacy fell below her score measuring self-efficacy for the
regulation of academic demands, but rose above it for the post-test condition. Again, this
supports the assertion that Celeste gained study skills (reading strategies, writing
strategies, and organizational strategies) that she directly applied to her work during the
course of the semester. These skills helped her manage her academic demands and in
turn improved her sense of her own academic abilities in specific academic areas. Her
increase of academic self-efficacy may have also impacted the drastic increase of
reported motivation on the LASSI. Also, it is not surprising that her scores for academic
self-regulation remained consistent throughout the course of the semester, because from
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the time of pre-test her responses represented a student with confidence in her ability to
regulate academic work. At the time of pre-test, Celeste’s self-efficacy for academic
achievement was not as high as it was with academic self-regulation. After the
intervention her overall self-efficacy rose from 56% to 62% (combined percentage from
the scale measuring academic self-regulation and the scale measuring self-efficacy for
academic achievement). The slight increase in overall percentage scores can be
attributed to the increase of her self-efficacy for academic achievement score which rose
from 50% to 69%. On this scale Celeste identified that she felt more confident with her
writing and language skills, and her ability to better learn social science classes.
Question #4 - To what extent does program participation change individual
participant disability awareness?
It is possible that because Celeste attended a private school prior to attending
college that she may have been less aware of the legal implications of a student with a
learning disability than peers of her identified with a learning disability at a similar young
age who attended public school. In public school, students are encouraged to participate
in the planning of their Individualized Education Plan (IEP) as mandated by the
Individuals with Disabilities Education Act (IDEA). Celeste reported during the exit
interview that prior to this intervention group she had very little understanding of the
American’s with Disabilities Act (ADA) or Section 504 of the Rehabilitation Act of
1975. She said, “I always knew that people with disabilities had civil rights, but I never
knew how they were protected and by what laws”. Her responding for both the exit
interview and on the Student Questionnaire suggest that Celeste gained a greater
understanding of the legal aspects of being a student with a disability. Following the
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intervention she reported that she believed she could talk about her disability, and cite the
laws under which she is protected.
Question #5 - To what extent will program participation change individual student
self-rating on the LASSI (Learning and Study Strategies Inventory)?
There was considerable scatter between the subtest scores for Celeste on the
LASSI (see Table P2). From pre-test to post-test conditions, several indices remained
relatively the same. These included indices measuring: attitude and interest, 40th
percentile for both conditions; time-management and concentration, 60th percentile to the
55h percentile from pre-test to post-test for both indices; and test preparation, 35th
percentile for both pre-test and post-test. Celeste’s consistency and average scores for
both pre-test and post-test suggest that she came to the group with an intact perception of
her own academic skills and strategies, and showed minor gains from pre-test to post-test.
The most profound increase was observed on the index measuring motivation.
The increase of the index measuring motivation and self-discipline rose from the 10th
percentile at pre-test to the 70th percentile at post-test. At the onset of the intervention
Celeste identified skill areas where she was having the most difficulty. The academic
areas of concern included writing, note-taking, and organization. During the course of
the intervention strategies were presented to help target the identified academic areas of
weakness. Academic self-management strategies such as time-management, selecting the
main ideas when note-taking, and paper outlining, were thoroughly presented and
discussed. It is possible that with her improvement in these areas, and the increase of
self-efficacy for academic achievement, her motivational perceptions improved as well.
She said that the term of the intervention was one of her best ever and said, “ I feel that I
really got it together this semester, and the group helped me do that. No one ever really
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sat down with me and taught me how to manage my work, and I can be really scattered at
times.”
Time-management, concentration, and the use of support techniques were all
areas in the average range where Celeste showed slight declines of self-rating on the
LASSI from pre-test to post-test conditions. The decreased ratings include: timemanagement and concentration both moving from the 60th percentile at pre-test to the 55th
percentile at post-test; and the use of support techniques index dropped from the 95th
th

percentile at pre-test to the 75 percentile at post-test. These consistently above average
to average placements for suggest that Celeste came into the intervention as a student
with positive academic self-perceptions of her abilities, and indeed experienced the
intervention as a positive supplement to her already existent repertoire academic self¬
management skills. Again the decreases may be explained best by the increasingly
stressful academic term. Regardless, Celeste remained in consistently average rankings
on the LASSI during the course of the intervention.
Group Summary
This group of seven college women, all identified with some type of learning
disability, Attention Deficit Disorder (ADD), or both, received this intensive academic
self-management intervention during the spring semester of 2002. Common trends are
observed, as were individual differences relative to their reporting on the exit interviews,
rating scales and questionnaires. This section will look at group trends, include medians
and ranges of scoring on the rating scales, and expand on some of the variability observed
across participants in terms of how the intervention impacted their academic self¬
management as students with disabilities.
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Question #1 - To what extent does program participation change participant(s)
knowledge, skill usage, and academic self-perception on self-report
rating scales and the questionnaire?
General trends of performance on the dependent measures indicates that for the
majority of the indexes and areas of academic self-management measured, students
showed an overall movement toward improvement in the areas assessed. It is important
to mention that three of the students had the dual diagnosis of a learning disability and
attention deficit disorder (ADD), one student had an ADD diagnosis without a learning
disability, and three of the students had diagnosed learning disabilities. One reason the
distinction of diagnoses is noteworthy is that trends were observed relative to diagnosis.
For the students with ADD, lower rankings were observed in areas of time-management,
motivation, and academic anxiety (on the LASSI), while higher rankings were observed
in these areas for students with only learning disabilities. These differences will be noted
in this results section, and highlighted further in the discussion section of this
dissertation.

Student Questionnaire
The group results of the Student Questionnaire are presented under this first
evaluation question because the question queries the change of participant knowledge and
skill usage. The questionnaire responds well to the question which addresses general
improvement of academic self-management. The questionnaire was designed to
specifically evaluate the three areas of academic self-management (self-understanding,
procedural, and content mastery). The breadth of the student questionnaire therefore
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provided a comprehensive resource from which to present overall group progress (see
Table Ql).
On the questionnaire an increase was observed for the group in each domain. The
group medians and ranges on the Student Questionnaire suggest that the all three targeted
areas of self-management, described at length in chapter three, showed marked group
improvements. Two of the scales on the questionnaire measuring academic self¬
understanding and procedural self management have sub-scales comprising them, while
the content mastery index simply evaluates the students’ ability to identify their academic
strengths and weaknesses relative to specific subject areas. The scales and sub-scale
scores are presented below and focus on group progress as reflected by medians and
ranges.

Academic Self-Understanding
Academic self-efficacy, self-advocacy skills, and legal issues relative to disability
law, are the three sub-scales that comprise the academic self-understanding scale on the
Student Questionnaire. The median performance across students on the sub-scale
measuring academic self-advocacy increased marginally from 75% at pre-test (median
score of 18 out of 24) to 79% at post-test (median score of 19). On this scale the group
range indicates that the students with lower academic self-efficacy at pre-test increased
their ranking at post-test, while other students remained relatively constant in their self¬
rating. The group range on the self-efficacy sub-scale reduced from 13 points at pre-test
to 8 points at post-test. Four students increased their score from pre-test to post-test, one
student remained content in their reporting, and two decreased their scores marginally.
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Of the two students who decreased their scores, one student moved from 100% to 88%
(24 to 21 points, pre-test to post-test), and the other dropped from 83% to 79% (20 to 19
points, pre-test to post-test). These changes are very small, and remain ranked well
above average for this measure. All of the students in the study either moved to the high
average range at post-testing, or remained there throughout the intervention.
The ability to acquire support, request academic accommodations, and effectively
describe one’s disability are skills of self-advocacy. An overall increase was measured
from pre-test to post-test on the self-advocacy sub-scale with the median score rising
from 50% to 67%. On this particular sub-scale every student, with the exception of one,
showed improvement with a range in responses from seven points at pre-test and six
points at post-test. The student who dropped in their self-rating was Linda, who had been
diagnosed with a learning disability earlier in the same academic year as the intervention.
She only dropped by one point, with percentage scores ranging from 75% at pre-test to
67% at post-test. This change was minimal and does not represent a significant drop in
rank. The most dramatic improvement was observed for Celeste (42% to 75%), while all
of the students ranked average or above average at the completion of the intervention.
Of the sub-scales on the academic self-understanding scale of the Student
Questionnaire that showed the most increase across the group was the sub-scale
examining the legal implications, and civil legislation for students identified with
disabilities. On this sub-scale student median percentage scores rose from 50% (mean
score of 12 out of 24 at pre-test) to 75% (mean score of 18 out of 24 at post-test). The
range of scores also consolidated some with a range of 13 at pre-test decreasing to a
range of 8 at post-test. All of the students recognized the legal training aspect of the
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intervention to be new and interesting information, but some questioned it’s actual
functionality relative to their academic self-management needs. As can be with the law,
legal knowledge is edifying, while often times not an aspect of citizenry which needs to
be practiced. For these students, the most valued aspect of the intervention was the unity
of the group experience, coupled with tangible academic strategies which could be
implemented directly to their academic course work.
The overall median scale score for academic self-understanding on the Student
Questionnaire enjoyed a positive increase. The median percentage scores improved
from 55% at pre-test (median of 33 points out of 60) to 75% (median of 45 points out of
60). The self-understanding scale which probed for academic self-efficacy, selfadvocacy, and legal understanding, showed the largest group improvement than any of
the scales on the Student Questionnaire. The skills included in this scale require the
student to have a solid understanding of their academic ability and effectiveness, their
ability to advocate for themselves as students with disabilities, and disability law. The
students involved in this study improved in all of these areas as a group, and only one
eighth of the opportunities for individual improvement showed minor decreases or
consistent scores from pre-test to post-test. Overall, there were substantial gains on this
scale on the group and individual levels.

Procedural Academic Self-Understanding
Skills and strategies are often what guide successful academic self-management
and the procedural scale examines self-identified skill and strategy use. Four questions
on the procedural self-management scale comprise a small sub-scale, again looking at
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self-advocacy. Primarily looking at the student’s ability to acquire accommodations and
discuss academic needs with professors and other educators. Although the vast majority
of the procedural scale (11 questions) is comprised of questions directly related to
academic skill and strategy attainment and use. On the small self-advocacy scale a
marginal group improvement was indicated by the mean percentage of 70% (11 points
out of 16) increasing to 75% (12 points out of 16). Given the small scale, the slight
increase looks bigger when viewed in percentages, when in fact it represents a mean
increase of one point.
The heart of the procedural academic self-management scale was the 11 questions
examining academic skills and strategy acquisition and use. The skill and strategy sub¬
scale showed a strong mean improvement for the group. The median percentage score at
pre-test was 59% (median score of 26 points out of 44) and increased to 75% at post-test
(median score of 33 points out of 44). The range on this sub-scale also lessened from 12
points at pre-test to 8 points at post-test. The smaller range indicates a greater increase
among the student group as a whole. Of the sub-scales on the Student Questionnaire, the
endorsement of improvement in the area of academic skill and strategy usage suggests
student progress in a critical area of the intervention. The goal of the study was to assist
students to become independent academic learners, and the results here suggest
movement in that important direction.
The overall procedural academic self-management scale score (a combination of
the two sub-scales above) also showed an improvement throughout the group. Only one
student did not improve their ranking on this scale. Kathy’s overall procedural score
dropped from 80% to 72%, keeping her score in a high ranking. She reported during the
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exit interview that she had learned a lot of strategy skills in high school (unlike the
majority of the group members) and perhaps this impacted her lack of increase during the
intervention. Why the decrease is a difficult question to answer, but Kathy did identify as
being very anxious and stressed at the end of the semester, which may have colored her
responding at the end of the term. All other members improved their ranking in terms of
procedural academic self-management with the median percentage improving from 65%
at pre-test (mean of 36 points out of 60) to 72% at post-test. The range showed an
optimistic narrowing from 17 points at pre-test to 9 points at post-test. This shift suggests
that student responding at post-test was not as variable, thus increasing the poignancy of
the mean group score increase.
Self-advocacy, as noted earlier, was included in both the self-understanding and
procedural self-management scales. The two self-advocacy sub-scales were combined
and means and ranges were also tallied relative to a total self-advocacy sub-scale score.
The result of this combined self-advocacy score showed an overall improvement from the
median percentage of 54% at pre-test (15 points out of 28) to 75% (21 points out of 28).
The range of responding also decreased from 13 points at pre-test to 9 points at post-test.
The overall self-advocacy ranking by the group suggests an improvement by the group in
the ability to request accommodations, know what accommodations are reasonable given
their disability, and advocate their needs with professors and other educators.
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Content Mastery Academic Self-Management
This domain of self-management simply assesses the students’ confidence in their
ability to recognize their academic strengths and weaknesses. The premise of this
domain is twofold; first it relies on the student’s subjective awareness of their academic
strengths and weaknesses through their academic experience, and second it encourages
them to look at their academic strengths and weaknesses relative to an increased
awareness of their specific disability. Knowing how their disability impacts their
learning, in theory, may heighten their understanding of what resources and skills are
required to master academic content areas. Competent learners acquire an academic skill
content understanding of themselves to assist the learning process.
On the Student Questionnaire student content mastery understanding of academic
self-management showed variable changes from student to student. No identifiable
pattern was discemable on this index which may be hard to capture as a score because it
is highly subjective, and does not assess a discrete skill base. Rather it asks the student to
make broad generalizations about the academic strengths and weaknesses. Four students
showed an increase on this scale, while the other three decreased their ranking or
remained the same. The mean percentage among the group on this sub-scale was 50% at
pre-test (8 points out of 16) and 56% at post-test (9 points out of 16). This change is
marginal, suggesting that student opinion relative to their academic strengths and
weaknesses did not change over the course of the intervention. The domain of content
mastery is primarily targeted in the academic self-management intervention because
students need to be cognizant of their academic strengths and weaknesses when mapping
out their course of academic study. An increased awareness of individual strengths and
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weaknesses may discourage poor academic planning. An example of this would be the
student with a language based learning disability which impacts written expression taking
a writing heavy academic workload in one semester. It would benefit a student with
writing weaknesses to diversify their studies so their strengths are incorporated into their
program to endorse success and possibly improve academic self-efficacy.
On the Student Questionnaire, which was designed to provide an in depth probe
of participant knowledge, skill usage, and academic self-perception, participants in this
intervention showed an overall change toward improved academic self-management.
Median percentage scores increased across all of the scales and sub-scales and the ranges
decreased from pre-test to post-test. Future research toward validating the Student
Questionnaire would be beneficial, as it appears this measurement tool is sensitive to
student responding in the domains targeted by this intervention.
The following program evaluation questions will present the group results on the
other dependent measures, as well as include group trends in responding on the exit
interview questions.
Question #2 - To what extent does program participation change individual student
utilization of these skills by applying them to their schoolwork?
This question is difficult to answer in terms of a general group response. The exit
interviews are the strongest indication that all of the student participants applied some
skills and strategies presented by the intervention into their schoolwork. Additionally,
the inconsistent completion of the academic self-management logs, suggest that some of
the students were utilizing self-management skills and applying them to their academic
work. The individual case studies respond to this evaluation question best, and reviewing
the responses, case-by-case, suggests that students indeed applied the skills from the
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intervention to their work. It is difficult to judge to what extent this occurred, especially
in the context of the group as a collective unit.
Question #3 - To what extent does program participation change individual student
perceptions of their own academic self-efficacy?
Three separate measures were used to evaluate student academic self-efficacy.
Refer to Table Q2 for a summary of the group results. The first gauge of student selfefficacy was the sub-scale on the Student Questionnaire as part of the scale examining
student academic self-understanding. These results were presented at the beginning of
the group results section. Evident in these findings was that there was a small increase in
the median percentage score for the group, 75% pre-test to 79% post-test, with only four
students actually improving their scores. To more thoroughly assess self-efficacy, two
additional scales were administered, one measuring self-regulated learning (SRLS) and
the other measuring self-efficacy for academic achievement (SEAAS). Both scales are a
product of extensive research by Bandura and Zimmerman (1991) which suggests that
academic self-efficacy is a significant aspect of student academic self-management.
Students who view themselves as efficacious students have been shown to have a higher
level of academic performance and success (Bandura & Zimmerman, 1991).
All but two of the participants (Kathy and Celeste) increased their scores on the
scale measuring self-efficacy for academic self-regulation. The group median increase of
percentage scores improved from 61% at pre-test (median score of 27 out of 44) to 68%
at post-test (median score of 30). The range increased from pre-test to post-test from 8
points to 15 points. Positive trends in responding were observed on questions probing
students’ ability to finish work on time, take notes, and plan their academic work. Timemanagement, note taking, and organizational skills were all topics which were deeply
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integrated into the academic self-management training, at it is likely that the training in
these specific areas impacted the general improvement of participant self-efficacy for
academic self-regulation.
The final measure of self-efficacy examined student perceptions of their academic
abilities in specific subject content areas. The Self-Efficacy for Academic Achievement
Scale (SEAAS) includes questions which ask the student “how well do you do in_
(math, algebra, social sciences, etc.)” and the responses range from “not very well” to
“very well”. On this measure each participant improved their score from pre-test to post¬
test. The median percentage score improved from 58% at pre-test (median score of 21
points out of 36) to 69% at post-test (median score of 25 points). The range of scores
changed from six points at pre-test to nine points at post-test. Trends in responding were
observed in language-based academic areas, primarily reading and writing language skills
and the ability to learn English grammar. The intervention included extensive training in
reading skills (text reading, SQ3R - survey, question, read, review, recite -, writing
questions in the margins, etc.), as well as paper organization and resource identification
(the writing center, or meeting with professors to discuss paper outlines). These
procedural academic self-management skills, if applied to academic work, may impact
the perception a student holds relative to their ability in related academic areas. Thus
self-efficacy for academic achievement may improve if the student perceives an
improvement in their academic performance.
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Question #4 - To what extent does program participation change individual
participant disability awareness?
*

The legal training included in the academic self-management intervention
introduced students to the American’s with Disabilities Act (ADA), and Section 504 of
the Rehabilitation Act of 1973. This was included because it is important for students
with disabilities to know their civil rights with respect to their disability, and how these
laws impact them as college students. The Student Questionnaire included a sub-scale
which asked students about their legal understanding with respect to the ADA and
Section 504. The median percentage score rose from 50% at pre-test (median score of 12
out of 24) to 75% (median score of 18). The range of scores decreased from 13 at pre¬
test to 8 at post-test. Prior to the intervention only two students positively endorsed items
asking if they had knowledge about disability law. Because of the lack general
knowledge among the group in this area, it is not surprising that student scores improved
across the group. Literature suggests that legal self-understanding for student’s with
disabilities is an important component influencing student self-advocacy which may help
student’s negotiate the acquisition of reasonable academic accommodations and
academic support (Brinckerhoff, Shaw, and McGuire, 1993).
Question #5 - To what extent will program participation change individual
participant self-rating on the LASSI (Learning and Study Strategies
Inventory)?
‘

As a tool to measure an array of study strategies, the LASSI provided a validated
\

dependant measure to look at participant progress in many areas relevant to the academic
self-management intervention (see Table Q3). The LASSI consists of ten indices
measuring student perceptions of: attitude and interest toward academics; academic
motivation; time-management; academic anxiety; concentration and attention;
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information processing; the ability to select the main ideas; strategy and support
identification; self-testing and preparing for classes; and test strategies and the ability to
prepare for tests (Weinstein, 1987). Student performance varied by individual on the
LASSI, although there were several group trends relative to the student’s disability. The
group medians and ranges on the LASSI from pre-test to post-test will be presented, as
well as any group trend.
Academic attitude and interest are important qualities that may help students
remain engaged and motivated toward their academic demands. Only three participants
in the intervention showed progress on the index on the LASSI measuring academic
attitude and interest. Nora, Linda, and Emma showed an increase on this measure - with
all scores ranking well above average (Nora with considerable improvement from the 40th
percentile at pre-test which increased to the 90th percentile at post-test; Linda moved from
the 80th percentile to the 99th percentile; and Emma rose from the 70th percentile to the
80th Percentile). Celeste remained steady with her score at the 40th percentile for pre-test
and post-test. The rest of the students showed a decrease of attitude and interest toward
academics. The mean score at pre-test to post-test, as represented by Celeste’s scores,
remained at the 40th percentile. The range increased from 65 percentiles to 98 percentile
from pre-test to post-test, suggesting a large difference between student rankings. The
post-test range was represented by Beth’s rank in the 1st percentile, contrasted by Linda’s
rank in the 99th percentile. Three of the students who showed a decrease in attitude and
interest are students diagnosed with ADD which begs the notion that future research
looking at students with attentional issues should consider loss of academic interest and
attitude to determine if this is a typical problem among this population.
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All but two of the participants, Linda and Celeste, reported a loss of academic
motivation during the course of the intervention. The median score on the index
experienced a slight decline from the 30th percentile at pre-test to the 25th percentile at
post-test. The range for this index is very high because of the vast difference in reporting
among the participants. The range climbed from 80 percentiles at pre-test to 98
percentiles at post-test. Linda’s high post-test ranking in the 99th percentile for
motivation, when compared to Beth’s extremely low rank in the 1st percentile, is the
reason for such a large range of difference. Perhaps the end of the semester influences
academic motivational report for some students and this is a notion worthy of future
research.
Managing time is among the most important skills to succeed in the college
setting. Many students with learning disabilities and/or ADD are at-risk of timemanagement difficulties. Time-management requires sequential organizational skills,
and is a skill which is associated with left brain oriented executive processes (Paulk,
1990). Three participants improved their self-rating on the index measuring timemanagement, one remained consistently average, and three actually dropped in their
ranking by post-test. The mean percentile rank for the time-management index was the
25th percentile at pre-test and climbed to the 45th percentile for post-test. The range
consisted of 50 percentiles at pre-test to 75 percentiles at post-test. Of the three students
who improved in this area, the most dramatic change was with Nora who climbed from
the 25th percentile to the 80th percentile. Linda also reported substantial improvement in
this area shifting from the 40th percentile to the 80th percentile. Both of these young
women had been identified with learning disabilities within a year of the intervention. A
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consideration may be made for these highly motivated participants (they were both
exceptionally engaged members of the group), which is that determined students who
have disabilities which interfere with time-management skills, may largely benefit from
the direct instruction of time-management techniques. Each of these students, during the
exit interview, identified time-management skills as among the most beneficial from the
intervention.
All students at a competitive college are likely to experience some form of
academic anxiety from time to time. Although learning to manage anxiety through
relaxation, exercise, and other healthy practices is often incorporated into curriculum and
community involvement starting at an early age. Four of the students ranked themselves
as above average on the scale examining the ability to manage academic anxiety. The
median percentile rank 70th at pre-test, and fell to the 50th at post-test. Still these rankings
are representative of a group that, despite their academic challenges, reported average
academic anxiety skills. Erin, Linda, Nora, Emma, and Celeste all rated themselves
above average in their abilities to manage academic anxiety. Kathy and Beth, who also
showed low self-perceptions of academic motivation, were two participants who
frequently expressed fatigue, stress, and academic anxiety at the intervention group
meetings.
Sustaining attention and concentration is obviously a central disruption for
students diagnosed with Attention Deficit Disorder (ADD) and for many students with
learning disabilities. A substantial component of the academic self-management
intervention included the identification of skills and strategies to help improve
concentration and attention. On the index measuring concentration and attention to
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academic demands, the median percentile score improved from the 25th percentile at pre¬
test to the 40th percentile at post-test. The range of percentiles were 89 at pre-test and 80
at post-test. Again we see a very large range of responding among the participants. Four
students improved their ranks from pre-test to post-test, and Linda and Celeste remained
consistent in their rankings (Linda at the 90th percentile for both tests, and Celeste
shifting slightly from the 60th percentile to the 55th percentile at post-test). Concentration
rankings were above average for every participant by the post-test, with the exception of
Erin and Beth, each identified with ADD. Erin ranked herself in the 15th percentile at
post-test, while Beth had the lowest score and ranked in the 10th percentile at post-test.
Each of these students acknowledged their struggles with concentration and attention
during the intervention and at the exit interviews. Fortunately the trend of this group was
to move toward an improvement of concentration skills, and ranked well in the average
range.
On the LASSI exists an index designed to measure “information processing,
acquiring knowledge and reasoning” (Weinstein, 1987, p. 101). The intervention did
teach and identify strategies to improve memory, concentration, and study skills, but this
particular index does not directly answer to any one area of the intervention. Rather it
appears to be a general measure of the student’s perception in response to learning
efficacy. All of the participants were in the average range on this scale. Three
participants improved, two remained above the 85th percentile but declined slightly, and
two were low average in percentile rank. The mean percentile on this index was the 70th
at pre-test, and dropped to the 55th at post-test. The range at pre-test was 69 percentiles,
changing slightly to 75 percentiles at post-test.
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A helpful index to assess student progress in a discrete academic strategy, asked
specific questions about the student’s ability to identify the main idea of a subject when
reading, or taking notes. Recognizing the main idea is an essential study skill that is
often identified in manuals and texts on how to study in college (Paulk, 1990). The
median percentile rank among the participants with respect to their ability to identify the
main idea improved from the 30th percentile at pre-test to the 50th percentile at post-test.
The range in percentiles remained the same at 70 percentiles for both pre-test and post¬
test conditions. The overall improvement among the group was a positive indication that
the specific instruction around the concept and strategies supporting the ability to identify
the main idea impacted student ratings on this index.
Another index which directly measured a critical aspect of the intervention
examined the participant’s ability to use support techniques and materials. The median
percentile on this index was 75 at pre-test and shifted to the 70th percentile at post-test.
The range of percentiles at pre-test was 75, and decreased at post-test to 55. At the end of
the intervention, every participant ranked average or above average in their ranking.
Great advances on this index were observed with Nora (25th percentile to the 70th
percentile), and to some extent, Emma (45th percentile to the 65th percentile). Kathy,
Erin, Linda, and Celeste all remained well above average for pre and post-tests. The
general trend for the group on this index was toward improvement, which is important for
an index that so clearly represents a critical skill area targeted by the academic self¬
management intervention.
Preparing for tests by reviewing materials and self-testing, is another skill area
that was an integral component of the intervention. Through direct instruction, and group
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discussion of strategy use, the participants learned skills and strategies in this important
academic self-management area. The median percentile score on the index measuring
self-testing and reviewing materials at pre-test was the 15th percentile. An increase was
observed at post-test with the median rank being the 40th percentile. The range of
percentiles at pre-test was 79 dropping to 70 percentiles at post-test. The large range, as
with many of the other indices, is created by Beth’s lowest ranking in the 10th percentile
in comparison to scores in the 80th percentile range. The overall improvement is best
represented by the median shift, and the fact that five of the seven participants improved
their self-ranking on this index.
Apart from the index measuring the ability to self-test as a means of reviewing
materials and preparing for class, the last index on the LASSI looks specifically at test
strategies and preparing for tests. While this was touched on during two of the
intervention sessions, it was not as emphasized or complete as many of the other
intervention goals. On this index the median percentile rank was 20 at pre-test and 25 at
post-test. The margin of range was smaller with the percentile range of 40 at pre-test and
30 at post-test. Given the low rankings across all participants, the range is not as large as
it has been on other indices where students are typically ranking higher. Only four
students fell in the low average range, and the remaining three ranked well below average
on this index. Specific test-taking strategies should be built into future academic self¬
management interventions. A measure such as the LASSI would provide a validated
instrument to gauge improvement in student’s ability to prepare for tests.
Overall, the LASSI provided a strong tool to assess student progress in specific
areas that corresponded well with the targeted skill and strategy areas incorporated in the
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academic self-management intervention. All of the participants showed some
improvement on this scale, with the exception of Beth. She did, however, show
improvement on other scales and expressed gratitude for her participation during her exit
interview.
Question #6 - How will students report their acceptability of this program with
respect to usefulness of setting, time, size, and content of the
intervention?
An academic intervention of this type requires a high level of student commitment
to be successful. Attendance is essential if students are to make gains in areas where they
may be experiencing academic difficulty. Student’s who are not receiving academic
credit, or other tangible advancement or social reinforcement (money, certification, team
sports, the Greek system, etc.), are less likely to regularly commit to an extracurricular
activity unless they experience the time investment as rewarding and beneficial.
Therefore, student social acceptability of the program is a critical aspect of an
intervention requiring a ten-week commitment from the participants. This final program
evaluation question will be answered by examining the social acceptability of the
intervention relative to the usefulness of the content, content delivery, the time and
setting, as well as general trends in participant reporting which arose during the exit and
follow-up interviews.

The Usefulness of the Content
Comprehensive exit interviews constituted the best sources informing the
participant program acceptability of the intervention. Each student was asked during the
exit interview “What content during the interview did you find most helpful? And least
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helpful?” The tendency was that students generally responded to the “most helpful”
aspects of the intervention, and with additional prompting some of the students were able
to provide content that was “least helpful”.
Every student identified study skills and strategies as content that was “most
helpful”. Four students identified reading strategies as among the “most helpful” content
learned during the intervention (Kathy, Emma, Erin, and Linda). Erin, who was the first
year student who was having great difficulty at the beginning of the intervention reading
here assigned materials said, “I have been doing better getting through my literature
chapters as well as my text books. You know, I wasn’t reading much when the group
started and I have been reading much more now. It (the intervention) increased my
reading because I learned how to become more engaged with the text, before I would just
get frustrated and stop reading. So I think I am getting more of my work done.” At the
beginning of the intervention Erin said that she had never completed a literature
assignment or read an entire book. During the sixth intervention session she announced
to the group that she had finished her first book, ever. The group applauded her
accomplishment. The influence of the strategies, coupled with the group reinforcement,
is likely to have guided Erin’s achievement. In response to the question “if you could
change anything about the experience what would it be?”, Erin responded, “Make it
longer perhaps. And keep it going so first year students could participate and some of us
could come back. I think a lot of people get turned off to study skills because they get
rammed down their throats. But you had such useful information, and were able to
introduce strategies that we could use, and that made it so we could openly discuss them
and support each other in using them.”

203

Two students, Kathy and Emma, reported that they had learned reading strategies
in the past, but they valued the repetition and gained skills during the process. Emma
said, “Even though I have heard about study skills, reading strategies and timemanagement, each time you go over it you learn something new.” This sentiment speaks
to the value an on-going intervention may hold. Three of the participants asked if the
academic self-management intervention was going to continue the next semester, and
expressed a desire to continue. This is remarkable considering how difficult it can be to
get undergraduate students to attend groups of this nature.
The participants were divided on the usefulness of the legal content presented
during the intervention. Three students identified the legal content of the training as
useful. Kathy reported that one of the primary reasons she enrolled in the intervention
was to learn more about the law, and how it related to her own disability. Celeste and
Nora also endorsed the legal training as interesting and useful. “I thought it was great to
learn about the legal aspects of having a learning disability. I think this was useful, and it
will help my confidence and the way I approach professors to talk about my needs as a
student with a disability.” In this statement, Nora was able to make the connection
between legal understanding and self-advocacy skills. Linda and Beth both identified the
legal training of the intervention as “least useful”. Although Linda jokingly responded,
“I thought the legal stuff was the least helpful. Although when I need to know what it is
about I will wish I remembered!” Still, the legal aspects of being identified with a
disability are important to include in any student training in academic self-management.
Whether immediately useful or not, it is ethical to provide this information to the students
who it protects. Legal self-understanding is an integral component to comprehensive
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self-advocacy training because it provides a foundational piece of knowledge that
supports the students legal rights for accommodations to have equal access to educational
opportunities.
Strategies and skills including note taking, outlining written assignments, and
time-management were all organizational strategies the students highlighted as useful
during the exit interviews. These procedural academic self-management skills were
described as useful and applicable to academic demands. Every student mentioned at
least one of organizational strategy as important, and most reported three or more
strategies. Time-management and paper outlining strategies were among the most
frequently cited (each represented by four participants during the exit interviews).
The content presented in the academic self-management intervention was widely
recognized by the students as relevant, useful, and applicable to their academic demands.
The legal content was regarded as important, but the usefulness was questioned by two of
the students. Overall, the program acceptability of the content presented to the
participants was endorsed as useful.

Content Delivery
The intervention was designed to present the material both didactically and in a
seminar forum-style which encouraged group participation and input. This approach
separated this experience from a traditional transmission style (lecture based) of teaching
and learning. Every single student reported during the exit interview that they valued the
group aspect of the intervention. Four students did schedule individual appointments
during the course of the intervention at the Office of Learning Skills, to review material
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from the intervention and how to apply it to their own academic demands. Although the
consensus of the participants was that the group provided a supportive and productive
environment for the content delivery. Four students explicitly stated that strategy
application and implementation came to life through group discourse on what worked
best for whom.
Of the two students who spoke about the content delivery with respect to the
repetition of the four modules, each appreciated the concept of reviewing the content
during the second half of the intervention. “It gave us the opportunity to revisit important
material that needed to be reviewed. I was able to try new things (strategies) during the
semester, and was reminded of what they were later in the semester”, said Nora.
Academic self-management requires practice and support, and when working in a small
group it appeared that the tactic of repeating each module provided students with an
essential review to help them acquire and utilize the skills presented during the
intervention.

The Time and Setting
It was unanimous in the exit interviews that the time and setting worked for
everyone. Students were asked, “Was it at a good time of day for you?”, and every
student responded favorably of the scheduled time. The group was scheduled from 7:00
to 8:30 p.m. on Tuesdays. Beth described the time as, “.. .a good time, because
everything is calming down on campus, but it isn’t too late.” And Nora, who was
involved in a team sport during the intervention said, “It seemed to be the best time of the
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day. I can’t imagine there is a better time of the day when everyone could come. It was
good because I didn’t have to miss anything important like practice or class.”
A small conference room with room for approximately 12 people was used as the
meeting space for the intervention. It had a small table in the center of the room with
chairs around it, with a small couch and bookcases. Snacks were provided at every
intervention to encourage student attendance. Typically the snacks included cut
vegetables, cookies or other sweet baked goods, and juice or bottled water. Therefore the
setting was intended to be comfortable and informal. The students described the setting
as, “great, it was comfortable and not too big” (Nora), and “The setting was good. I felt
comfortable, and it was not too big, so everyone seemed to be listening. I thought that at
the beginning there were too many people, but at the end it was perfect” (Erin). Kathy
agreed and stated, “Both were good (setting and size). I liked the size because if a group
is too small it can be kind of awkward. I think if it was three to four people it would have
been too intimate, so the number we had in the group worked just fine.” A similar
opinion was presented, by Linda, during her exit interview when she said, “I thought the
setting was good, and the size of the group was fine. It gave it that flexible nature,
because it was big enough that if someone was absent, it didn’t feel too small.
When you are in a group that is too small you are pressured to share and it doesn’t feel
like the discussion is natural.” The perspectives of Kathy and Linda tell us that
consideration of an intervention group size is important in terms of student comfort level
and willingness to participate. The final size of seven students worked very well in the
eyes of the participants, and the setting provided a comfortable space to attend to the
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objectives of the intervention. Every participant spoke positively about the setting and
size of the group suggesting strong program acceptability with respect to these features.

General Trends of Program Acceptability
The primary theme that was pervasive throughout the interviews was that each
student valued the intervention being a group-based experience. Two students reported
that they felt that the group established a small support network on campus. They
appreciated seeing students throughout the week who shared common academic
challenges. Five of the students reported that they had never sat with a group of students
with diagnosed learning disabilities or Attention Deficit Disorder. Kathy stated, “Most of
the students on campus are strong women who understand that there is a need to do well,
and I thought it would be interesting to meet with other woman who share a common
experience.” She continued to explain that she had never openly talked about her
disabilities in the presence of peers and that she believed this would help her selfadvocacy. “I appreciated that many of the issues that came up in the group made me
realize that these things don’t only happen to me. Other people share the experiences and
problems”, Kathy stated. Nora had a similar view and said, “It was really good to hear
that people have similar problems. Especially on this campus where student put up this
image like they are all under control, it’s nice to know there are people struggling with
their work.” These words illustrate what all of the participants shared following the
intervention, that the group-based intervention format provided a prevailing sense of
unity among the students, which ultimately helped their own self-determination as
students with disabilities.
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A note of importance on social validity can be observed in the case of Beth.
Despite Beth’s apparent lack of progress in the areas measured, she did provide a very
positive take on the intervention during her exit interview. She reported that she was
very glad that she participated in the intervention, even though it was the final term of her
senior year. She appreciated being the only graduating senior in the group because she
believed she added a perspective from the vantage of a finishing student. She did wish
that she had the opportunity to participate in an intervention of this nature earlier in her
academic career, but was grateful that it came along when it did.
All of the students reported that the intervention was introduced to them at a good
time in their academic career. Although three students did say that if it would have been
offered earlier that would have beneficial. Emma said, “the earlier the better is best for
things like this, I mean, we should have this kind of training in high school or earlier.”
Erin, one of the first year participants, said, “I suppose it would have been good to do this
in the fall, right when we arrived to campus. But I think I may have been shy to join
because there is so many things to take in when you are new to campus, plus to do it now
means that I am more aware of the areas where I am having trouble in my classes.”
There were very positive comments about the academic self-management
intervention, and three participants even asked that it be continued the following
academic semester. The size, setting, content, and membership were all aspects of the
group that received positive participant endorsements. The program acceptability of the
academic self-management intervention was positively regarded by all of the participants.
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CHAPTER 5:
DISCUSSION
The overall goal of this dissertation was to conduct a short-term academic self¬
management intervention for college students with learning disabilities and/or attention
deficit disorder. This research study includes an overview of the intervention, and
examines individual student change and group trends, relative to six program evaluation
questions outlined in the methods section of this dissertation. This final discussion
chapter will revisit the six evaluation questions, in brief, and summarize the results. In
addition a series of qualifiers will examine what was expected and not expected relative
to the program evaluation questions. Threats to internal and external validity, program
acceptability, and directions for additional research will also be presented.

The Need for Intervention Research
A thorough review of the literature of education and psychology shows that there
is virtually no research available presenting short-term group-based academic self¬
management interventions for this population. The intervention presented in this
dissertation is largely influenced by recent Strategic Content Learning (SCL) research as
an intervention for college students with learning disabilities (Butler, 1995). Similarities
are found between this study and SCL research primarily with the mutual emphasis on
student’s discovering and developing their own academic strategies with the guidance of
a skilled professional. SCL research and this study also both seek to improve student
perceptions of self-efficacy, metacognitive knowledge, and academic self-regulation.
The main difference between the two studies is that SCL is conducted with students one-
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on-one and this intervention provided a group-based intervention. Thus, the group
intervention research did not replicate the SCL approach per se, but adapted the
overarching philosophy of SCL research. That is, students with learning disabilities are
more likely to adhere to strategy implementation if they are largely responsible for their
academic target goals and the strategy identification process (Butler, 1995). The research
of skills-based academic intervention for students with learning disabilities is still a
developing field of study in education and psychology, and there is a great need for future
research targeting academic strategy development with these students.
There are several possible reasons why there is deficit in this important research
area. First and foremost is it is very difficult to establish experimental control with this
population. There are many variables to control for at the post-secondary level, and
maintaining a substantial number of students to conduct a large N study can be
prohibitive. Plus, interventions with the goals presented in SCL research, and this
dissertation, are intensive requiring consistent small group or one-to-one sessions. This
chapter will suggest research directions that may help manage this problem with
recruitment.
Another challenge exists in finding a significant number of participants meeting
the criteria (LD or ADD) at the college level who are willing to commit to a weekly
intervention session when there is no tangible reinforcement (course credit, or payment).
The majority of college students, with disabilities or not, have many demands and time
commitments which are prohibitive to scheduling extra academic activities. Sports,
clubs, and social events are likely to take precedent to additional academic work.
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Students with learning disabilities may intentionally distance themselves from
academic services after high school as a means to establish individual independence
following what may have been years of academic support prior to college (Brinkerhoff et
al., 1993). These factors are among the primary reasons that research with this
population can prove challenging, hence limiting the available literature in this important
area of inquiry.

Summary of Results
The Participants
A small group of female students was successfully recruited at an all-women’s
college in rural Massachusetts. Approximately 80 students identified with learning
disabilities and/or attention deficit disorder were contacted as outreach for the study, and
of the 15 who expressed interest, nine registered as participants and seven permanent
members completed the entire intervention. The retention of seven students for the
duration of the intervention can be considered a success, partly for the reasons stated
above. The Office of Learning Skills at the college offers workshops and study skills
groups campus wide with a typically poor attendance. This may in part be a result of
limited campus outreach, although the director of the Office of Learning Skills believes
this is because of the highly competitive and independent climate of the campus culture.
This particular all-women’s college is believed to breed a sense of independence, and the
director believes students are reticent to seek academic support because it may imply
individual weaknesses.
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The intensive outreach (two personalized letters prior to the intervention) may
have helped pique student interest, although it is likely that the unique opportunity to
learn academic self-management skills with a group of peers sharing similar academic
challenges was a central motivator keeping group membership intact. Every participant
specifically reported that the single most important aspect of the group for them was the
ability to learn useful skills and strategies in the context of a supportive group setting.
The shared experience of being identified as a student with a disability appeared to bond
these students and solidify the group’s commitment to the intervention.

Program Evaluation Questions
Question #1
The first program evaluation question was a general question with wide breadth
which asked, “To what extent does program participation change participant knowledge,
skill usage, and academic self-perception on self-reported rating scales and the
questionnaire?” The overall trend among the group evidenced an increase of participant
knowledge, and skill usage, with heightened academic self-perception.
The group improvement on the Student Questionnaire included positive increases
across the domains of academic self-management. Measures of self-advocacy, academic
self-efficacy, and academic skill usage, all enjoyed student improvement. Similarly
increases where evidenced on the two self-efficacy measures; Self-Regulated Learning
Scale (SRLS) and Self-Efficacy for Academic Achievement Scale (SEAAS)
(Zimmerman et al., 1992).
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A trend observed among the studies influencing this intervention is that through
guidance, instruction, and explicit strategy identification, students are likely to improve
their metacognitive knowledge guiding the learning process, and the ability to identify
and implement academic strategies (Butler, 1995; Ellis, Deshler, & Schumaker, 1989;
and Nelson, Smith, & Dodd, 1994). In all of these studies, and the intervention presented
here, strategy instruction improved students gained skills important to independent
learning.
The changes were less dramatic on the two self-efficacy scales than they were on
the domains of academic self-management measured by the Student Questionnaire,
perhaps because there were fewer questions on two self-efficacy scales, lessening the
opportunity for self-endorsement. Additionally, it is critical to take into account the time
of the semester these students were post-tested. As suggested throughout the results
chapter, students are likely to self-report in a negative bias at the end of the semester
when the academic pressures are at their height.
There was a pervasive point that existed among each participant's report during
the exit interviews. This is that the group experience, as a platform to learn academic
skills and strategies, was the single most lauded aspect of the intervention.
During the exit interviews every participant was able to identify at least two
strategies that they had consistently applied to their academic work during the
intervention. The written dependent measures (scales and questionnaires) were not
sensitive to the reporting of group importance and specific strategy use, and this
underscores the importance of the interview approach to data collection. This may be
especially important when working with a small group, opposed to single-subject designs
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that provide the interventionist with the liberty to collect more intensive individual data,
than in a group intervention. Of the single subject studies targeting strategy skill
development and use (Butler, 1995; Ellis et al, 1989, and Nelson et al, 1994), only the
SCL intervention implemented an exit interview to probe for student reported
improvement with strategy implementation (Butler, 1995).

Question #2
The second program evaluation question investigated participants skill use with
their academic work. Each student was able to identify at least two academic self¬
management skills, attributed to their involvement in the intervention, which they applied
to their academic work during the course of the intervention. Of the most cited skills and
strategies were; time-management, reading strategies, paper organization, note taking
strategies, and self-advocacy skills (accommodation requests, and seeking for instructor
assistance). A subscale on the Student Questionnaire specifically targeted academic self¬
management skill use (see Table Ql), and the results on this measure indicated student
advancement of their skill use application from pre-test to post-test (pre-test mean, 58%;
post-test mean 75%). Perhaps the most important goal of this intervention was to teach
students metacognitive learning strategies as a means of strengthening their ability to
succeed with academic challenges. All of the strategies presented and discussed in the
group can be generalized and implemented across varied subject areas (i.e. reading
strategies, paper organization and outlining, and time-management). Similar to past
research on strategy skill instruction, students were able to identify specific strategies and
the means which they applied them to their work (Butler, 1995; Ellis et al, 1989, and
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Nelson et al, 1994). The students were receptive to the functionality of these skills, and
of the four students who participated in follow-up interviews the following semester, all
were able to identify strategies they had acquired during the intervention. Each follow-up
interviewee cited time-management and reading strategies as strategies they had
improved upon during the intervention. Other highlighted skills reported in the follow-up
interviews included paper organization, and establishing the main ideas (for note taking
and reading strategies).

Question #3
A competent self-regulated learner is described as a student who is informed of
learning strategies, committed to academic goals, and maintains positive self-efficacy
toward the ability to perform well academically (Zimmerman, 1989). This study was, in
part, designed to adhere to these qualities of a self-regulated learner. A triadic
relationship is believed to exist between the person (self), environment, and behavior
(Bandura, 1986), and the academic self-management intervention of this dissertation
subscribed to this belief. Therefore, the person’s relationship to their ability to apply
strategies and skills to specific academic areas, in varied environments comprises “selfefficacy”. Considering the “triadic reciprocity” between the person, the environment, and
behaviors, it is theorized that self-efficacy is determined by how well the person interacts
with the environment and the challenges encountered. Therefore, self-efficacy
theoretically improves as one gains skills (behaviors) which help them best adapt to the
environment, which in this instance is the academic setting. To respond to this
simplified, yet important theory, self-efficacy measures were pre-tested and post-tested.
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The two self-efficacy measures used in this study were the SRLS and the SEAAS. While
the scores presented in Table Q2 are merely percentage scores representing raw scores on
the scale, item analysis and median and range scores help illustrate student profiles with
respect to two essential domains of self-efficacy. In the study validating the SRLS and
the SEAAS, a large N study provided means and standard deviations for each question on
each scale (Zimmerman et al., 1992).
This dissertation is likely the first study to use these scales as dependent pre-test
and post-test measures. A study of the self-efficacy scales suggested that there is a
correlation between beliefs in efficacy for self-regulated learning and perceived selfefficacy for academic achievement (Zimmerman et al, 1992). To date, they are the best
known self-efficacy measures examining self-regulation and academic aspects of selfefficacy. It would be helpful if there were norms available to better assess individual
student self-efficacy. In sum, these scales of self-efficacy were beneficial tools to assess
student improvement.
The self-regulated learning self-efficacy was considerably high for the students in
this study at pre-test and post-test. Two students, Kathy and Celeste, did not improve
their scores on the SRLS, they both dropped five and four percentage points respectively.
Their slight decline is nominal, as was the increase by the rest of the participants. The
mean percentage score at pre-test was 61%, with a group increase to 68%. While the
movement is positive, it is slight, indicating that students view of their ability to selfregulate their learning remained quite consistent from pre-test to post-test. Interestingly,
student improvement was greater on the SEAAS. The SEAAS specifically asked
students about their abilities in discrete academic domains. The median score on this
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scale improved from 50% at pre-test to 69% at post-test. All students showed an increase
on the self-rating of their self-efficacy for academic achievement. Because students
generally reported a gain in their abilities to apply academic self-management skills to
their academic demands, the positive change in self-efficacy is expected. The
expectation is consistent with the research of triadic reciprocity that defines student selfefficacy as being directly influenced by the ability to manage one’s environment
(Zimmerman, et al, 1992). Interventions to improve student academic self-management
must consider self-efficacy as an essential student quality to monitor. Research has
suggested that student academic self-efficacy improves academic achievement (Butler,
1995; and Zimmerman et al, 1992)

Question #4
Approximately 50% of people identified with disabilities are identified as having
a learning disability (Fourteenth Annual Report to Congress on the Implementation of the
Education of the Handicapped Act, 1988). Many of the students who have been
identified in the past twenty years are pursuing some form of post-secondary education.
Because of this growth, college campuses are experiencing a larger population of
students identified with learning disabilities yearly. Students with learning disabilities
and attention deficit disorder, as with any student with a documented disability, are
protected under federal legislative acts such as the American with Disabilities Act (ADA,
1990), and Section 504 of the Rehabilitation Act of 1973. Therefore, any comprehensive
training of academic self-management for college students identified with these
disabilities should include didactic training in the laws that apply to them as students.
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Ethically, if students are being trained as self-advocates with disability status, it is
important to include the legal issues that support them.
Two sessions of the intervention included comprehensive discussions about
disability laws and how they protect students with disabilities. Five students cited
“learning about the laws” during their exit interviews as among the most important
information presented during the intervention. Although, of these five students, three
said they didn’t know how useful the information would be to their immediate work. The
general opinion was that learning about the laws gave them confidence as students
identified with disabilities, but they were unsure of the functionality of the information in
terms of their immediate academic work. Students who cited the legal training of the
intervention also appeared to follow the recognition with a statement qualifying the
importance of the knowledge, rather than it’s usefulness. It was expected, by the
researcher, that the students would report having a greater understanding of the legal
issues surrounding disability status following the intervention. Typically disability law is
not taught by direct instruction to students identified with disabilities in the public school
setting. For many students it was the first time they had learned about the ADA or
Section 504. On the Student Questionnaire the median percentage scores for the group
improved from 50% (pre-test) to 75% (post-test).
The legal rights for students with disabilities are often discussed as important
knowledge for students to acquire to become effective self-advocates (Brinkerhoff, Shaw,
& McGuire, 1993). Despite the importance of teaching students with disabilities about
their legal status, no research was identified that included this factor as part of the direct
instruction of skills. The reviewed research focused primarily on strategy skill
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acquisition as the thrust of training preparation for students with learning disabilities.
This study proposes that legal training for students with disabilities may improve their
ability to become informed self-advocates, which may impact self-efficacy and self¬
esteem. Further research investigating the importance of disability law awareness and
how it relates to student academic perceptions should be pursued.

Question #5
The Learning and Study Strategies Inventory (LASSI) was chosen by the
researcher as an appropriate assessment tool for this study for several reasons. First and
foremost, the ten scales on the LASSI (Attitude, Motivation, Time Management, Anxiety,
Concentration, Information Processing, Selecting Main Ideas, Study Aids, Self-Testing,
and Test Strategies) covered many of the areas included in the domains of academic self¬
management targeted by the intervention. It is a reliable assessment tool with a test re¬
test correlation of .88, which provides percentile equivalents for raw score data derived
from national norms of college students (Weinstein, 1987). Another advantage to using
the LASSI was that it was simple to administer and score, providing immediate feedback
that can ultimately guide the target areas of the intervention based on students’ needs.
The results of the LASSI are provided in Tables Student improvements were
variable across the indices, with some students improving more than others. Performance
extremes are illustrated by Beth, who didn’t show any improvement across all ten
indices, and Nora, who showed marked improvement on eight of the ten indices. The
mean improvement across the indices for participants on the LASSI was five indices.
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The individual case studies in the results chapter of this dissertation best highlight caseby-case performances on the LASSI.
It was not expected that the majority of the participants (five) would show a
decrease of academic motivation from pre-test to post-test. One student maintained the
same low ranking (20th percentile for both pre-test and post-test). Two students
improved, one maintaining a high score for both pre-test (90th percentile) and post-test
(99th percentile), and the other showing vast improvement from pre-test (10th percentile)
to post-test (70th percentile). A factor causing the general decrease of reported academic
motivation may have been the timing of the post-test administration. With the post -test
occurring at the semester end, many students reported increased levels of stress and
fatigue during the post-test session, and perhaps this impacted their self-report of
motivation on the scale. The decrease of motivation was also joined by a median score
increase of reported academic anxiety. The same hypothesis may be the cause of this
shift in student report.
None of the studies reviewed for this dissertation noted the threat to internal
validity post-testing during the most stressful time of the semester. This is most likely
going to impact the post-test performance of college students because of the expectation
of final papers and exams. Research in this area would benefit future research efforts by
establishing the variance of reporting relative to the time of the semester the self¬
perception scales are administered. The one studies that examined college students did
not discuss this seemingly influential factor of student responding (Butler, 1995).
There did not appear to be a set pattern of improvement on the LASSI, rather the
changes appeared to happen on a case-by-case basis. Median group increases were
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observed on several indices measuring academic skills (Time Management,
Concentration, Selecting the Main Ideas, and Self-Testing). This was expected because
these skills-based areas were covered at length during the intervention. The LASSI was
well suited to measure aspects of the intervention that were central to the goals of the
academic self-management intervention.

Question #6
The final program evaluation question examines participant perceptions of
program acceptability. The primary source of data reporting to the questions of program
acceptability was collected during the exit interviews. The exit interview included
questions targeting program acceptability relative to the setting, time, size, and content of
the intervention.
Every participant positively endorsed the logistics of the intervention in terms of
the setting, time, and size of the group. The intervention sessions were held in a centrally
located administrative building. The room was a small conference room with a table in
the center. The lighting was incandescent, providing a warm, non-academic ambiance.
To add to the welcoming setting, food was provided at each intervention session
(something sweet, and something healthy like fruit or veggies) to reinforce student
participation. The group met collectively in a circle around a table with enough room for
8-10 people. The tangible reinforcements (food) and comfortable setting are believed to
have added to the appeal for the participants who attend regularly. When asked about the
setting, all students responded favorably to the environment provided. One student
reported that she liked the room just fine, but imagined the group could have been bigger
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in a larger room. She said she didn’t prefer one above the other, but suggested a larger
group wouldn’t have detracted from the experience.
The majority of the participants preferred the group size to the number it
stabilized to after the third group session. The final number of participants was seven,
with two dropping out in the first three weeks. Group members agreed that this was the
perfect size for the group because it was small enough to feel intimate, but large enough
to still function well if one of the participants was absent. The group size allowed each
student to receive individual attention during the intervention sessions, with each
receiving group feedback and suggestions for strategy and skill use for the following
week. The setting needs to accommodate the group size, and in the instance of this
intervention, the setting was ideal given the size of the group.
A careful examination of the difference between group delivered strategy training
compared to one-to-one strategy training is another area that is in dire need of further
investigation. The Strategic Content Learning (SCL) study provides insight to strategy
instruction with students individually. This study provides a similar training experience,
but within the context of a group setting. The peer support, and time efficiency that the
group intervention approach provides students is worthy of future investigation.
Especially because the student acceptability was overwhelmingly in favor of the group
intervention opposed to the one-to-one approach (Butler, 1995).
The time of the intervention was endorsed by each participant as the best time of
day to offer the intervention. The sessions were from 7:00 p.m. — 8:30 p.m. on Tuesday
evenings. This time period was identified as a lull in the evening between dinner and
night time studies. Several of the group members were involved in extracurricular
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activities (sports, radio station, etc.), and the designated time did not interfere with these
obligations. The exit interviews included a question that asked each participant if there
was a better time for the group to be held. None of the responses identified a better
alternate time. Butler (1995) reported similar positive results in use of flexible timing for
the post-secondary population. It is important to assess the needs of the population and
then provide the best times when an event should occur. This intervention was successful,
in part, because of the ideal time and setting offered.
Perhaps the single most important aspect of program acceptability is the perceived
value of the content of the intervention. Usefulness of the content refers to the functional
utility of the skills and strategies presented during the intervention sessions. The most
highly endorsed contents of the academic self-management intervention were the
strategies and skills that were directly applicable to the academic demands of the
participants. Skills such as note taking, time-management, and self-advocacy; and
strategies such as reading strategies, test-taking strategies, and paper organization were
among the most valuable contents cited by student report during the exit interviews.
Students described the skills and strategies from the intervention that were most useful to
them. Additionally, several students recognized the information about disability law as
important information to include. The difference in this reporting was that students did
not know if the legal aspect of the training would be as useful to them. Although each of
these students was able to identify the importance of knowing disability laws as students
protected by them.
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Threats to Internal and External Validity.
This program evaluation provides a thorough examination of a short-term
academic self-management intervention for a small group of college students with
learning disabilities and/or attention deficit disorder. This program evaluation follows a
“before and after” research design, and is not a true experimental design.
Internal and external validity are most frequently associated with the experimental
control over extraneous variables (internal validity), and population validity and
ecological validity (external validity) (Gall, Borg, & Gall, 1996). Aspects of internal and
external validity were discussed in the results section of this dissertation in order to better
qualify the impact of the program on the participants relative to the intervention itself. It
is important to note that given the research design of this intervention, many factors
affecting internal and external validity do not apply to this study, however, there are a
few factors worth highlighting. Due to the lack of a control group, internal and external
validity will be discussed in terms of projected variable controls to assist future research
efforts.

Internal Validity
One of the most important threats to internal validity stems from the lack of a
true experimental design, the small number of participants, and the use of non-validated
assessment tools. For these reasons it is crucial that the data is interpreted with caution.
There is a possibility that student improvement is a product of chance, and not actual
advancement.
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Other aspects of internal validity, such as history, maturation, testing, and
instrumentation, are all factors that should be discussed with respect to the academic self¬
management intervention. The history and maturation affects on participants are
considered minimal because of the short time period of the intervention (10 weeks).
History and student maturation are dynamic variables that change over time. It is the
assumption of the researcher that this short-term intervention was not a long enough
period of time to notice significant affects of history or maturation. The confidence of
this assertion is heightened because there were students of every level of undergraduate
study involved in the intervention (first year through Senior status), and observation of
pre-test and post-test performance did not show a higher score pattern between younger
and older students. This suggests that history and maturation are not as influential as past
strategy skill training in academic self-management.
A final aspect of internal validity that should be discussed is that of “testing”.
Whenever pre-testing and post-testing occurs there is a risk that students, because of test
familiarity, will be influenced in their responding during the post-test session due to this
familiarity. The chance that this happened in this study is believed to be minimal because
the measures were all self-report measures, and all participants were encouraged to react
according to their “present” experiences. In addition, these were not tests of performance
(i.e. measuring academic or cognitive functioning), and therefore, there were no “correct”
responses from the pre-test. The post-test results may have been negatively impacted by
the timing of the tests. As discussed earlier, the end of the term is often the most stressful
time of the semester for any student. Therefore, students may have reported less
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favorably about factors such as anxiety, motivation, and academic self-efficacy, as they
may have in less stressful times.

External Validity
External validity assessment describes the important aspects of population and
ecological validity (Borg et al, 1996). External validity of population validity considers
the extent one can generalize from the study population to a defined external population
(i.e. post-secondary students with learning disabilities). This study alone cannot
generalize the results to a larger, external population, although given the existing
literature and research in the field, an intervention of this nature and scope would benefit
many college students with learning disabilities and/or attention deficit disorder. This
can be said, not solely from the positive results of this program evaluation, but because of
the stated needs of this population in existing literature (Aune, 1991; Bassett, Polloway,
& Patton, 1994; and Brinkerhoff, et al, 1993). Based on the documented need for this
population to acquire skills of academic self-management, the need can be generalized to
the greater population. The participants of this intervention enjoyed positive
advancements in many of the measured area of academic self-management, and while
these results can not be generalized to the greater population, it would be remiss to not
recognize the potential benefits other students would experience from involvement in a
similar program. Some reviewed literature in this paper shares the lack of
generalizability because of the small population size of each study. Four of the studies
are single subject in designs (Butler, 1995; Ellis et al, 1989; Prater, Joy, Chilman,
Temple, & Miller, 1991, Trammel, Schoss, & Alper, 1994). Two of the studies are
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strictly behavioral in method origin, but it is importance to recognize that the two other
studies, while targeting cognitive strategies, maintained a behavioral single-subject
design as well. Single subject designs provide useful analyses to inform future
interventions and treatments, although because of the small number of participants and
frequent lack of homogeneity, generalizing results to larger populations maintains a
problem.
This dissertation does not claim the results can be generalized to the external
general population of all college students with learning disabilities, but even if the design
provided a true experimental approach, the difficulty of generalizing would exist.
Diagnostic methodologies used to identify students with a learning disability vary greatly,
in theory and practice, and this has been a subject of ongoing debate in the field of
education and psychology. The majority of the existing research with this population
subscribes to either a “discrepancy model” (a significant difference between cognitive
abilities and academic achievement), or any recent psychoeducational assessment
validating the existence of a learning disability. The lack of diagnostic consensus
contributes to a significant definitional controversy concerning the diverse heterogeneous
population of students identified with learning disabilities (Algozzine & Ysseldyke,
1986). Considering the myriad of professionals conducting the diagnoses of these
students (medical, psychological, educational, and paraprofessionals) it is not surprising
that research efforts are confounded by a population lacking a clear definition. The
diagnostic issue impacts the population validity of any research conducted with this
population, and is an important aspect of external validity to consider with any future
research aspiration.
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When a group of students is aware that they are being observed for research
purposes, have a sense of how they are expected to change, and have a considerable
amount of attention paid to them with respect to the goals of the researcher, they are
subject to be influenced by the Hawthorne effect (Borg et al, 1996). The Hawthorne
effect may impact the behavior of the population being researched to make a false
impression that they are changing in the desired direction of the research, when in fact
they are not. This research may be impacted by the Hawthorne effect, although the
results are not being generalized to a greater population so the effect does not jeopardize
the results. To effectively conduct an academic self-management intervention it is
crucial that students are actively engaged in the skill and strategy identification process,
and must be keenly aware of the goals leading to success. Therefore, the Hawthorne
effect may always present a problem when analyzing the results of measures of academic
self-management.
The external validity of this study is difficult to clearly define because the
research presented here is a program evaluation with case-by-case presentations of
individual student progress. The program was developed to provide practitioners with a
model program for college students with learning disabilities and/or attention deficit
disorder. Ideally the program could be included into an experimental design with a
treatment group and a control group, but even then the analysis would likely be a series
\

of single-subject across participant designs. It is unlikely that an intensive intervention
such as this one could be conducted with enough students to generalize the findings with
confidence to a similar external population. Even so, if the efforts were made, issues of
internal and external validity would impact the ability to generalize the findings. Perhaps
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research efforts will increase and improve with this population once issues surrounding
diagnosis and definition are better established.

Directions for Future Research
The research presented in this dissertation is similar to other research targeting
academic self-management skills for college students with learning disabilities (Butler,
1995). The main difference is that the intervention program presented in this paper
attempted to work with a small group of students. Past research has conducted
individualized interventions to improve self-regulated learning and strategy skill
development, but this process is time intensive, requiring a full time employee to deliver
the services (similar to focused tutoring of strategy skills). The advantage of working
with a small group is that two primary instructional modalities can be applied; direct
instruction and group “seminar type” discussions. Every student involved in this study
highlighted the group experience as a critical attraction to the intervention. In the group
experience they found peer support and peer modeling of strategy and skill use. These
two factors appeared to impact individual student report in terms of intervention
acceptability.
This research attempted to define three domains of self-management (self¬
understanding, procedural, and content) and create an intervention targeting skills and
strategies in each of these domains. Future research could expand on this work by
comparing group versus individualized delivery of this intervention. Also future research
efforts should target a larger group of students so comparisons can be made between
groups. Ideally a design incorporating three groups would be preferred. The first group
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would receive the regular services provided by the college, the second group would
present the intervention as described in this study, and the third could be a support group
with no didactic instruction. Effective comparisons could be made between these groups
to assess differences between the treatment conditions. Additionally, a series of single n
studies may better inform service providers of the best and most efficient ways to work
with this population of students. It is clear from the literature addressing the needs of
students with learning disabilities and attention deficit disorder that these students are
likely to experience skill deficits of academic self-management.
Establishing a control group was virtually impossible for this study. Recruitment
efforts utilized email, campus mail, and individual outreach. Despite these
communications only 13 students responded to the outreach . Perhaps this would have
been easier on a larger college campus supporting the research effort. A reasonable
research inquiry could simply examine the reasons why working with this population is
so remarkably challenging. An examination of this would help researchers improve the
likelihood of establishing a research base population.
Finally, further research should be conducted to create better tools to assess
academic self-management skills. The LASSI was the only published validated scale
available for the purposes of this study (Weinstein, 1987). Similarly, SRLS and the
SEAAS were appropriate and helpful measures of student self-efficacy. These measures
of self-efficacy are believed to be superior tools compared to the measurement of this
domain by non-validated measures in similar research (Butler, 1995).
Overall, there is a deficit of measurement tools examining academic self¬
management for adolescents and college students with learning disabilities. For this
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reason, the Student Questionnaire should be reviewed, revised and validated. No
measure was found to probe student understanding of disability, law nor student self¬
understanding of their specific learning disability - both essential components of a
comprehensive self-advocacy skill set. The Student Questionnaire has the potential of
becoming a valuable assessment tool to better understand the academic self-management
skill needs for students with learning disabilities.
Future research with this population will predictably continue to pose problems
for those trying to define how best to work with college students with learning
challenges. The lack of research with this population suggests that, despite the needs of
students with learning disabilities at the post-secondary level, they are a heterogeneous
group that are difficult to access en masse to conduct intervention-based research that is
controlled and valid. Most research is represented by large correlation research efforts
(typically survey based), or intensive single subject studies (Butler, 1995; Zimmerman, et
al., 1992). It is recommended that small group, or single subject design research continue
with this population, despite the challenges, to better inform practitioners of the most
effective manner to work with this diverse and growing population of college students.

Summary and Conclusion
Many college students with learning disabilities and/or attention deficit disorder
are establishing themselves as independent adults, but may not have the skills necessary
of independent learning. Interventions targeting skills of academic self-management will
better prepare these students to be competent learners at the college level. The
intervention presented in this dissertation is a program evaluation of an academic self-

232

management intervention for students with learning disabilities and attention deficit
disorder. The intervention was designed to provide a small group of students with direct
instruction and peer support relative to the three domains of academic self-management
outlined in the methods section of this dissertation. Individual participant report and
dependent measures suggest that students greatly benefited from their involvement in the
intervention. Every student reported improvement in one or more areas of academic self¬
management, and the social acceptability of the intervention was endorsed by the
participants. Group attendance was high (with the most absences for any individual
student not exceeding two sessions), and the time, setting and content of the intervention
was met with student approval.
The value of being involved in the group aspect of the intervention was
highlighted in every exit interview as one of the most satisfying aspects of the
experience. Students reported a sense of belonging among their peers with similar
problems, as well as benefiting from the academic strategies and skills modeled by their
peers. The group experience, coupled with the didactic approach to academic strategy
and skill instruction, was described as a very good match of learning opportunities.
When asked if the intervention would be better delivered individually (one on one), the
students’ overwhelming responded in favor of the group intervention. Several students
reported that access to individualized sessions would be a beneficial supplement to the
group experience, but would not supercede the benefit of participating in the group
intervention.
Students with learning disabilities are likely to report that they have not received
direct instruction in one or more of the areas of academic self-management presented in
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this dissertation. Future research may determine what areas of academic self¬
management are most necessary to predict student success as a competent learner at the
post-secondary setting. This project defined the problem young adults with learning
disabilities face when moving into the highly independent setting of college, reviewed
research literature to further examine educational interventions for these students, and
from this review created an entirely new theoretical categorization of the domains of
academic self-management. This is an initial effort to provide a new vantage point to
view the domains of academic self-management (self-understanding, procedural, and
content mastery). From this grew an academic self-management intervention that
attempted to provide students with an enriching educational opportunity to attain skills of
independent learning. The end result is an extensive account of a case-by-case analysis,
including an analysis of group trends and common themes. The overall analysis
concludes that this program evaluation contributes an important work examining a
positive and productive approach to work with this population of students. Students were
receptive of the intervention and its delivery, and the dependent measures suggest student
improvement and growth across a number of evaluation questions.
Intervention research with post-secondary students with learning disabilities
and/or attention deficit disorder is lacking in the fields of education and psychology.
Perhaps this is a reflection of the difficult nature of conducting controlled experiments
with this largely heterogeneous population. This dissertation is the culmination of many
years of working with this population, and an attempt to present a working intervention
model for future research and intervention efforts. The program evaluation, case-by-case
analysis is an attempt to provide a research study designed to better inform a domain of
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study fraught with the lack of available intervention-based outcome research studies. The
results generated in this study will hopefully help shape the manner in which we work
with this diverse and growing group of students, as they strive toward personal and
academic independence.
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APPENDIX A

INITIAL CONTACT

Hey!

December 11,2001

Would you like to participate in a research study that will help you improve your
academic performance while helping me finish my dissertation?

I am looking to identify a small group of college students with learning disabilities (or
attention deficit disorder) to be part of a weekly group for approximately 10-8 weeks next
semester. The group will meet on campus once a week for an hour and a half in the
evening and provide strategies to improve academic performance.

The goal of this project is to provide a broader academic skill base while increasing
student self-understanding of individual learning strengths and weaknesses.

All of this in a relaxed, informal, small group atmosphere.

It’s going to be a great experience for everyone involved, so email John to sign-up or if
you have any questions, ibodv@mtholvoke.edu

Thanks for your time, and I look forward to meeting you in February. Have a great J
term.

Sincerely,

Peter Stoll, M.Ed.
University of Massachusetts
School Psychology Doctoral Candidate
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Was this semester tougher
than you would have liked?

Would you like to get more of your readings done?

Would you like to study less and learn more?

Would you like to learn how to prepare for tests?
And learn how to reduce your anxiety around tests?

Than I have good news for you. The Office of Learning Skills is
hiring Peter Stoll as a doctoral intern to work with students. He will
be working one-on-one with students to help me and he will also be
running a small group learning skills project as part of his research.
See the attached letter that gives more details about the study skills
group.

Hang in there. Break is almost here!

Dr. (Undisclosed)
Assistant Dean to the College
Office of Learning Skills
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APPENDIX B
LETTER OF EXPLANATION FOR CONSENT

Dear (Student):

Date_

The Office of Learning Skills at (college name) is supporting a research project
aimed at supporting college students with learning disabilities. The project will take
place for 10 weeks and will meet as a small group on Wednesday evenings from 7-8:30.
The group will identify and implement study strategies and apply them to self-identified
academic trouble spots. The goal of this project is to provide a broader academic skill
base while increasing student self-understanding of individual learning strengths and
weaknesses. This research also seeks to look at important skill areas which have been
shown to help increase student success (legal implications for students with learning
disabilities, self-advocacy, etc.).
What is involved? (college name) students who have been identified with a
learning disability, and have received support through the Office of Learning Skills are
eligible for participation in this academic self-management training program. The
program is designed to teach and train students skills which have been identified by the
research as being beneficial skills for academic success. The training will be provided by
Peter Stoll, M.Ed. who is a doctoral candidate in school psychology at the University of
Massachusetts, Amherst (see attached mini-biography).
At the beginning of the group everyone will be administered a series of
questionnaires asking about various aspects of your learning history and academic self¬
understanding. Answers are not mandatory and participation in this group is strictly
voluntary. At the mid point of the project the group will be split into two separate groups
and will meet for the same amount of time weekly. The alternative time will be up to
group members to decide and will be offered at any time group decides. The group will
be presented with the guidelines of confidentiality, and all questionnaires will be coded
and not attached to the actual participant’s name. Names will be fictitious in the actual
dissertation write-up.
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Potential benefits and concerns. The group will meet on Wednesday evenings as
to not interfere with class times, an alternate time for half the group will be identified the
first week. Potential benefits of participating in the project is that you will learn
strategies and skills which focus on academic success and learning disability awareness.
*

These benefits further the goal to better prepare you for academic success, and provide
you with knowledge of your rights as a student with a disability protected by civil rights
statutes Section 504, and the Americans with Disabilities Act (ADA).
Participation is voluntary. Your participation in this study is completely
voluntary. There is no penalty if you choose not to participate in this study.
You can decide not to participate at any time.
This project has been approved by the University of Massachusetts - Amherst,
School of Education (School Psychology Program), and the Office of Learning Skills at
(college name).
Information is confidential. All information will be held as confidential as is
legally possible. Only the researchers will see your completed questionnaires. After the
information is collected, your name will be replaced with numbers so there will be no
data directly identifiable as yours.
Agreeing to participate in this project will also allow Mr. Stoll to review your
records in the Office of Learning Skills to obtain simple information such as grade point
averages, or standardized test scores. All information will remain confidential and will
be coded to protect student privacy.
Questions? It would be greatly appreciated that you return the attached form to
the Office of Learning Skills c/o Peter Stoll we know you received this information and
agree to the project guidelines. Please keep this letter for your reference and if you have
any questions feel free to contact, Mr. Peter Stoll (413-538-2623,
pstoll@mtholyoke.edu), or Dr. Gary Stoner (413-545-1527, gstoner@educ.umass.edu).
Peter can arrange to meet with you individually if you want to discuss this research study.
The School of Education Review Board at the University of Massachusetts - Amherst
(413-545-1523) can also answer questions about the rights of participants in research.
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Thank you for your interest

Sincerely,

Peter C. Stoll, M.Ed.
Educational Consultant &
Graduate Student
School Psychology Program
University of Massachusetts, Amherst

Gary Stoner, Ph.D.
Associate Professor
School Psychology Program
School of Education
University of Massachusetts, Amherst

I have read and I understand the attached letter. I give consent and wish to
participate in this study.
YES NO (circle one)

I have kept a copy of Mr. Stoll’s and Dr. Stoner’s letter for my records.
YES NO (circle one)

Print Name:_ Year at (college name):_

Signature:_
Name

Date

Please return this form to the Office of Learning Skills c/o Peter Stoll - (it is
necessary to return this form with the reply YES to each question if you wish to
participate in the study).

Thank you!!

Peter Stoll
Office of Learning Skills
(college name) College
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Peter Stoll - Mini-Biography
Peter conducted his undergraduate work at Antioch College in Yellow Springs
Ohio, and later received his M.Ed. in School and Counseling Psychology from
the School of Education at the University of Massachusetts in 1999. He is
currently working toward his Ph.D. in School Psychology at Umass - Amherst.
His current research efforts are examining skills based training programs for
college students identified with learning disabilities. Peter held an assistantship
at Learning Disability Support Services at Umass for four years. He provided
case management, and supervision for other case managers, and ran a weekly
group on campus for college students with disabilities. He completed his
predoctoral internship at an American Psychological Association (APA)
accredited internship site in the Greater Boston Area, providing consultation
services to many school districts addressing psychological and education issues,
as well as working as a clinical psychologist in a clinic.
When Peter is not chipping away at the academic stone, he is often found in the
wilderness. He worked for the Student Conservation Association as well as
Kenai Fjords National Park in Seward Alaska, building backcountry trails and
working on historic renovation projects. Other interests include travelling,
singing and songwriting, and environmental activities and activism.
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APPENDIX C
STUDENT QUESTIONNAIRE
Please fill out this questionnaire by completing ALL of the questions.
If you are not sure about an answer just reply the best you can.
This questionnaire is designed to help improve the educational programming for
college students with learning disabilities. The information you provide is very
important and will help students after you. Thank you very much for your
participation!

Circle One:

1st year

Age:_

Sophomore

Junior

Senior

Date_

After College I plan on going to:
(circle one please)

a. ) Work
b. ) Graduate School
c. ) Technical Training
d. ) Other:_

Under each question five possible choices are given, PLEASE CIRCLE ONLY ONE
response per question.
(This form is coded*. S=self-understanding P=procedural C=content mastery)
1. ) I do well in my classes because I work hard. (S)
Strongly Disagree
Disagree
No Opinion

Agree

Strongly Agree

2. ) I taught myself how to study. (P)
Strongly Disagree
Disagree

Agree

Strongly Agree

3. ) I always know how well I am doing in a class. (P)
Strongly Disagree
Disagree
No Opinion

Agree

Strongly Agree

4. ) I do well in college because of luck. (S)
Strongly Disagree
Disagree
No Opinion

Agree

Strongly Agree

5. ) I am better at math than language arts. (C)
Strongly Disagree
Disagree
No Opinion

Agree

Strongly Agree

No Opinion
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6.) I feel comfortable finding things in the library. (P)
Strongly Disagree
Disagree
No Opinion

Agree

Strongly Agree

7. ) The main reason I do well in college is because my professors like me and give me
good grades, even when I might not deserve a good grade. (S)
Strongly Disagree
Disagree
No Opinion
Agree
Strongly Agree
8. ) I was taught how to listen effectively in high school. (P)
Strongly Disagree
Disagree
No Opinion
Agree

Strongly Agree

9. ) I am better at language arts than math. (C)
Strongly Disagree
Disagree
No Opinion

Strongly Agree

Agree

10. ) I am a successful in my classes at college because I work hard. (S)
Strongly Disagree
Disagree
No Opinion
Agree
Strongly Agree
11. ) I use an agenda book (or daily planner). (P)
Strongly Disagree
Disagree
No Opinion

Agree

Strongly Agree

12.) I know a lot about my learning disability. (S)
Strongly Disagree
Disagree
No Opinion

Agree

Strongly Agree

13. ) Iam happy with my academic performance. (S)
Strongly Disagree
Disagree
No Opinion

Agree

Strongly Agree

14. ) In school I learned tricks of how to read a text book. (P)
Strongly Disagree
Disagree
No Opinion
Agree

Strongly Agree

15. ) I have been taught study skills at school. (P)
Strongly Disagree
Disagree
No Opinion

Strongly Agree

Agree

16. ) I was taught how to use my agenda book (or daily planner). (P)
Strongly Disagree
Disagree
No Opinion
Agree

Strongly Agree

17. ) Iam better at science than math. (C)
Strongly Disagree
Disagree
No Opinion

Agree

Strongly Agree

18. ) I learned time management skills in school. (P)
Strongly Disagree
Disagree
No Opinion

Agree

Strongly Agree

19. ) If someone asked me about my learning disability I could tell them about it. (S)
Strongly Disagree
Disagree
No Opinion
Agree
Strongly Agree
20. ) I am better at math than science. (C)
Strongly Disagree
Disagree
No Opinion
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:

Agree

Strongly Agree

21.) I learned memorization strategies at school. (P)
Strongly Disagree
Disagree
No Opinion

Agree

Strongly Agree

22.) I spend time with a tutor to help me succeed in school. (C)
Strongly Disagree
Disagree
No Opinion
Agree

Strongly Agree

23.) My grades usually come as a surprise to me. (P)
Strongly Disagree
Disagree
No Opinion

Strongly Agree

Agree

24.) I have special legal rights as a student with a learning disability. (S)
Strongly Disagree
Disagree
No Opinion
Agree
Strongly Agree
25. ) I have learned test taking strategies at school. (P)
Strongly Disagree
Disagree
No Opinion

Agree

Strongly Agree

26. ) I am better at language arts than science. (C)
Strongly Disagree
Disagree
No Opinion

Agree

Strongly Agree

No Opinion

(ADA). (S)
Strongly Agree
Agree

No Opinion

ork. (P)
Agree

Strongly Agree

29. ) I am better at science than language arts. (C)
Strongly Disagree
Disagree
No Opinion

Agree

Strongly Agree

30. ) I know what my best subject is. (C)
Strongly Disagree
Disagree
No Opinion

Agree

Strongly Agree

31. ) My parents help motivate me to do my work. (P)
Strongly Disagree
Disagree
No Opinion

Agree

Strongly Agree

32. ) I know about Section 504. (S)
Strongly Disagree
Disagree

No Opinion

Agree

Strongly Agree

33. ) In know what an IEP is. (S)
Strongly Disagree
Disagree

No Opinion

Agree

Strongly Agree

34. ) I know what my worst subject is. (C)
Strongly Disagree
Disagree
No Opinion

Agree

Strongly Agree

35. ) I usually complete my required homework. (?)
Strongly Disagree
Disagree
No Opinion

Agree

Strongly Agree

Strongly Disagree

Strongly Disagree

Disagree

Disagree

244

36. ) I go to the writing lab on campus. (C)
Strongly Disagree
Disagree
No Opinion

Agree

Strongly Agree

37. ) I can talk about my legal rights as a student with a learning disability. (S)
Strongly Disagree
Disagree
No Opinion
Agree
Strongly Agree
38. ) College is a lot like high school, just harder. (S)
Strongly Disagree
Disagree
No Opinion

Agree

Strongly Agree

39. ) I learned about the American with Disabilities Act (ADA) in school. (S)
Strongly Disagree
Disagree
No Opinion
Agree
Strongly Agree
40. ) I am a good self-advocate in terms of disability issues. (S)
Strongly Disagree
Disagree
No Opinion
Agree
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Strongly Agree

APPENDIX D
SELF-EFFICACY SCALES
Two subscales from the Children’s Multidimentional Self-Efficacy Scales
(Zimmermann, Bandura, & Martinez-Pons, 1992).
How well can you:
Self-Efficacy for Self Regulated Learning
1. finish homework assignments by deadlines?
2. study when there are other interesting things to do?
3. concentrate on school subjects?
4. take class notes of class instruction?
5. use the library to get information for class assignments?
6. plan your schoolwork?
7. organize your schoolwork?
8. remember information presented in class and textbooks?
9. arrange a place to study without distractions?
10. motivate yourself to do schoolwork?
11. participate in class discussions?

Self Efficacy for Academic Achievement
1. learn general mathmatics?
2. learn algebra?
3. learn science?
4. learn biology?
5. learn reading and writing language skills?
6. learn to use computers?
7. learn foreign languages?
8. learn social studies?
9. learn English grammar?

A Likert-type scoring system is used with this scale. Responses to each question are
1 -not very well

3-not too well

5-pretty well

1-very well

**Note: This form will be modified for administation purposes. Each response
opportunity (1 -not very well 3-not too well 5-pretty well
1-very well) will be
placed under each question for clarity, and the title of the scale will be excluded.
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APPENDIX E
ACADEMIC SELF-MANAGEMENT LOG
Log Format, developed by Stoll, 2002
Goal
Academic:

Identified
Strategy:_

Self-Monitoring: Method:______
Level of Monitoring (circle one):

None-1

Sample Provided (circle one) YES or

A Little-2

Some-3

A Lot-4

All Week-5

NO , if yes please photocopy and break and hand in.

Academic Courses/Activities:

Strategy Use in this course (circle one)

1.

None-1

Some-2

A lot-3

2.

None-1

Some-2

A lot-3

3.

None-1

Some-2

A lot-3

4.

None-1

Some-2

A lot-3

5.

None-1

Some-2

A lot-3

6.

None-1

Some-2

A lot-3

Primary Target

On an attached sheet please briefly describe strategy used for any course that your identified
above as “some” or “a lot”, just a few words is fine. Please feel free to write anything else
relative to your skill development and strategy usage.
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APPENDIX F
EXIT INTERVIEW
Exit Interview, Academic Self-Management Research Group

Student:_

•

Age when you were identified with a learning disability?

•

What initially interested you in the group ?

•

How did the group training and support differ from past support?.

•

Would you have rather gone through the training 1:1 or in a group setting, why?

•

Did this training happen at a good point in your educational career? Ifnoty when
would be better?

•

What was the most valuable part of the experience?

•

Was it at a good time of the day for you?

•

How was the setting? Size?

•

What content was helpful? Most helpful? Least helpful?

•

Did you land on final strategy? What strategy/strategies did you use during the
course of the semester?

•

If you could change anything about the experience, what would it be?
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APPENDIX G
FOLLOW-UP INTERVIEW
Follow-up Interview (Fall 2002), Academic Self-Management Research Group

Student:

•

How did you spend your summer?

•

How is your course load compared to last semester? More difficult? Easier?
Why?

•

Can you identify your academic strengths and weaknesses? What are you doing to
help with the weak areas?

•

Tell me a little bit about your weekly schedule. Classes? Extracurricular
activities?

•

Has your time management improved since last semester? Why and how?

•

Are there academic skills where you think you have improved since last semester,
what would you attribute that to?

•

What, if any, academic supports are you utilizing this semester?

•

Would a group like the one you participated in last semester be helpful this
semester? Why?

•

If you were in a group like the one last semester, is there anything you would want
to do differently during the group time?
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APPENDIX H
FIVE TRAINING MODULE OUTLINES

Module 1:

Introduction to Self-Management Training.

Objective: To introduce the training program to the students, and define
and introduce concepts of the training.

1.) Introduction of the idea of self-management
a. ) Why is self-management important?
b. ) What do you do now that you would consider self-management?
c. ) The objective of this training is to improve academic effectiveness.

2.) Three domains of self-management.
»

a. ) Self-Understanding.
i. )
LD awareness
ii. )
Legal issues of LD
iii. )
Self-advocacy
iv. )
Academic self-perception
b. ) Procedures of academic self-management
i. )
Study skills (note taking, memorization, and reading
strategies)
ii. )
Time management
iii. )
Organizational skills
iv. )
Problem solving strategies
c. ) Academic content understanding
i. )
Academic strengths
ii. )
Academic weaknesses
iii. )
Subject interest
iv. )
Subject disinterest

This module includes an overview of the three domains of self-management (self¬
understanding, procedural self-management, and content mastery identification).
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Module 2:

Learning Disabilities, LD support, and Self-Advocacy

Objective: To help students gain an understanding of the definition of LD
while identifying their academic strengths and weaknesses.
1.) Definitions of types of learning disabilities.
a. ) Describe types of LD
b. ) List types of LD on board.
c. ) Do you know what your LD is?
d. ) State definition
e. ) Some helpful statistics on LD (% of college bound, prevalence,
etc.)

2.) LD
a. )
b. )
c. )
d. )

support.
List school supports
List home supports
What is most helpful for you?
What skills can you learn to support yourself?

3.) What is self-management?
a. ) Begins with self-understanding.
b. ) Study skills,...define.
c. ) Understanding academic abilities (strengths and weaknesses)
d. ) Self-advocacy....define.

4.) Self-Advocacy
a. ) Understanding your LD
b. ) Legal rights as a student with LD
c. ) Identify proper supports
d. ) Self-confidence

Module focuses on the domain of self-understanding self-management.
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Module 3:

Academic Self-Perception, Strengths, Weaknesses, and False Beliefs.

Objective: To orient students toward a focused understanding of their
academic self-perceptions. (Have students keep records of their answers
to the questions below.)

1.) Academic self-perception.
a. ) I do well in subjects when_.
b. ) I do poorly in subjects because_
c. ) Luck vs. Ability (a common misperception).
d. ) What makes a teacher a favorite teacher?
e. ) What makes a teacher a difficult teacher?

2.) Academic content self-perception.
a. ) My best subject is_.
b. ) My worst subject is_.
c. ) I have to work hardest in_.
d. ) I wish I was better in_.
e. ) When I get help from a teacher it is usually for

3.) “Reality Test”
a. ) How much time do you spend each week on homework?
b. ) Is this enough, or too much?
c. ) What do I avoid the most,.. .and how well do I do in that subject?
d. ) When things get hard I seek help from parents, teachers or friends?
e. ) When I do my worst, have I still looked for enough help?

This module focuses on the domains of self-understanding and content mastery
self-management.
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Module 4:

Procedural Self-Management
(Study Skills and Academic Strategies: Part 1)

Objective: To begin the training of study-skills, organization, and time
management.

1.) Organizational Skills
a. ) Daily Planner
b. ) Time Management
i. )
when?
ii. )
how long?
iii. )
what else? (school, community, family responsibilities)
c. ) Study Environment
i. )
lighting
ii. )
noise/distractions
iii. )
comfortable? too comfortable?
d. ) Self-Monitoring (study time, distractibility, self reward)
i. )
record keeping of study time
ii. )
reinforcement schedule

2.) Note Taking
a. ) Big Ideas
b. ) Outline Format
c. ) Colored/Highlights
d. ) Obtaining class notes or outlines

3.) Reading the Academic Text
a. ) Big Ideas
b. ) Glossary/Terms
c. ) Back to front/overview strategy
d. ) Questions/Problems at the end of the chapter

This module is the first in a series of two covering study skills development and
use.
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Module 5:

Procedural Self-Management
(Study Skills and Academic Strategies: Part 2)

Objective: To review Module 4 and continue the training of procedural
academic self-management strategies.

1. ) Review of Module 4
a. ) Organizational Skills
i. )
Daily Planner
ii. )
Time Management
iii. )
Study Environment
iv. )
Self-Monitoring
b. ) Note Taking
c. ) Reading Academic Texts

2. ) Problem Solving Strategy
a.) SUCCESS strategy (Ellis, 1989)
i. )
S = Sort out the most important demand or problem
ii. )
U = Unarm the problem by identifying the critical trouble
spots
iii. )
C = Cash in on your old strategies, experiences, and
observations of others
iv. )
C = Create a strategy for solving this problem that will
work on all similar problems
v. )
E = Echo your strategy (use substrategy ECHO)
E = Evaluate the strategy as you try it
C = Change the strategy to make it work better for
future use
H = Have another try and re-evaluate it
0= Overleam your strategy
vi. )
S = See how well your strategy works in different
situations
vii. )
S = Save your strategy

At this point, repeat all of the modules. Total # of sessions, including review - ten
sessions.
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APPENDIX I
HUMAN SUBJECTS REVIEW QUESTIONNAIRE

Please answer the following questions:
1.
How will human participants be used?
The population of this study includes college student at (college name) College identified
with learning disabilities. The study is being supported by Dr. Director of Learning
Skills, Assistant Dean of the College, Office of Learning Skills. Eligible students
(students who receive services through the Office of Learning Skills) are to be notified
through campus mail of the research group and self-selected for participation. All
students will be pre and post-tested using several brief measures examining academic
self-management skills. Questions will query such domains as self-efficacy, selfmonitoring, study strategies and academic skill level awareness. Student participants will
attend a weekly hour and a half long meeting at (college name) College to develop
academic self-management skills and monitor strategy usage. At the completion of the
training, all participants will be post-tested. Participation for this project is strictly
voluntary and informed consent protocols will be followed.
2.

How have you ensured that the rights and welfare of the human participants will
be adequately protected?
The questionnaires and training program are all being administered and conducted at
(college name) College at a time when academic courses are not offered. Student
participants will not be asked to perform any other task than those explained in the
consent form that must be signed by each student to participate in this research
intervention. Student participants will remain confidential and the information collected
will be coded and not attached to the individual’s name. Case study presentation in the
results section of the dissertation will use fictitious names to protect student identity. The
name of the college will not be included in the dissertation. The nature of this data
collection is not considered highly sensitive information (i.e. personality, sexual
orientation, etc.) and students will be informed that there is no obligation to answer all
questions. Eligible student participants are of the legal age to participate on their own
will, and informed consent is mandatory to be an active participant in this intervention.
3.

How will you provide information about your research methodology to the
participants involved?
Students will be provided with a consent letter prior to the start date of the intervention.
This letter is to be signed to become a participant in this research project. Participants
will also receive a verbal presentation of the project methodology. Phone and Email
contact will be made with each participant by the researcher to ensure student
understanding of the project (time commitment, format, etc.). The questionnaires and
will be explained to them as methods to collect data on their learning strategies and skills.
Students will also be informed that they can skip any question they choose. Students will
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be allowed to ask any questions relative to the research methodology during the course of
the intervention.
4.

How will you obtain the informed voluntary consent of the human participants or
their legal guardians? (Criteria for and samples of content of consent forms are
available from the Graduate Program Office.) Please attach a copy of your
consentform.
Consent forms and a letter explaining the research and student protection issues will be
provided to all interested and potential participants. Students will return the form to the
Office of Learning Skills where they will be collected by the researcher or by the
Assistant Dean to the College.
5.
How will you protect the identity and/or confidentiality of your participants?
All interested students will be informed, by letter and consent form, that this is a group
intervention for college students with learning disabilities. Students will be introduced
the concepts of confidentiality and the contents of the group will be exclusive to those
involved. All reference to student participant in the dissertation will use fictitious names,
and all questionnaires will be coded. This will ensure student protection and
confidentiality of their participation in this project.
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APPENDIX J
CASE 1 DATA

Self-Understanding

Table J1: Student Questionnaire Results Kathy
Index
Pre-test
Post-test
Increase
of Score
Self75%
79%
Yes
Efficacy
Self58%
75%
Yes
Advocacy
Legal
50%
71%
Yes
Knowledge
Subtotal
SelfAdvocacy
H
Skills or
3
0) a Strategies
o _
2 £
Oh a
Subtotal
Combined SelfAdvocacy
Total Score

63%

75%

Yes

88%

75%

No

77%

71%

No

80%

74%

No

75%

75%

No

74%

74%

No

Table J2: LASSI for Kathy
Post-test
Index Pre-test
Percentile Percentile
ATT
90
30
MOT
25
50
TMT
45
45
10
ANX
30
40
CON
25
55
INP
45
40
SMI
40
90
STA
75
80
SFT
20
10
TST
5

Score of
Increase
No
No
No
No
Yes
Yes
No
Yes
Yes
Yes

Note. ATT = Attitude; MOT = Motivation; TMT = Time Management; ANX = Anxiety; CON =
Concentration; INP = Information Processing; SMI = Selecting Main Ideas; STA = Study Aids; SFT = Self
Testing; TST = Test Strategies. From Weinstein, C. E. (1987). LASSI User’s Manual. Clearwater, FL: H
& H Publishing Co.
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APPENDIX K
CASE 2 DATA

Self-Understanding

Table K1: Student Questionnaire Results Erin
Index
Pre-test
Post-test Increase of
Score
Self79%
79%
No
Efficacy
Self33%
42%
Yes
Advocacy
Legal
21%
75%
Yes
Knowledge

c3

3
<Z

Proc
Skill

T3
0)

Subtotal
SelfAdvocacy
Skills or
Strategies

Subtotal
Combined SelfAdvocacy
Total Score

47%

70%

Yes

70%

63%

No

64%

82%

Yes

65%

77%

Yes

54%

54%

No

52%

68%

Yes

Table K2: LASSI for Erin
Index Pre-test
Post-test
Percentile Percentile
ATT
35
40
MOT
20
20
TMT
25
10
ANX
25
50
15
CON
5
85
INP
90
90
SMI
40
95
STA
95
10
SFT
1
25
TST
30

Score of
Increase
No
No
No
Yes
Yes
No
Yes
No
Yes
No

Note. ATI ’ = Attitude; M<DT = Motivation; TMT = Tii
Concentration; INP = Information Processing; SMI = Selecting Main Ideas; STA - Study Aids; SFT - Self
Testing; TST = Test Strategies. From Weinstein, C. E. (1987). LASSI User’s Manual, Clearwater, FL: H
& H Publishing Co.
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APPENDIX L
CASE 3 DATA

Self-Understanding

Table LI: Student Questionnaire Results Nora
Index
Pre-test
Post-test Increase
of Score
Self75%
96%
Yes
Efficacy
Self25%
50%
Yes
Advocacy
Legal
50%
75%
Yes
Knowledge

Proc
Skill

Subtotal
SelfAdvocacy
etf
u,
Skills or
3
0 V Strategies
Subtotal
Combined SelfAdvocacy
Total Score

55%

78%

Yes

69%

75%

Yes

57%

70%

Yes

60%

72%

Yes

50%

64%

Yes

56%

74%

Yes

Table L2: LASSI for Nora
Index Pre-test
Post-test
Percentile Percentile
ATT
40
90
MOT
60
30
TMT
25
80
ANX
75
65
CON
40
90
INP
30
55
SMI
10
50
STA
25
70
SFT
15
70
TST
45
25

Score of
Increase
Yes
No
Yes
No
Yes
Yes
Yes
Yes
Yes
Yes

Note. ATIr = Attitude; MOT = Motivation; TMT = Time
Concentration; INP = Information Processing; SMI = Selecting Main Ideas; STA = Study Aids; SFT = Self
Testing; TST = Test Strategies. From Weinstein, C. E. (1987). LASSI User’s Manual. Clearwater, FL: H
& H Publishing Co.

259

APPENDIX M
CASE 4 DATA

Self-Understanding

Table Ml: Student Questionnaire Results Linda
Index
Pre-test Post-test Increase
of Score
Self100%
88%
No
Efficacy
Self75%
67%
No
Advocacy
Legal
33%
75%
Yes
Knowledge
68%

78%

Yes

88%

100%

Yes

50%

64%

Yes

60%

72%

Yes

Combined SelfAdvocacy

82%

82%

No

Total Score

63%

71%

Yes

§

T3

0) V
O —

Subtotal
SelfAdvocacy
Skills or
Strategies

2 5
Gh cz Subtotal

Table M2: LASSI for Linda
Index
Pre-test
Post-test
Percentile
Percentile
ATT
80
99
MOT
90
99
TMT
40
80
ANX
95
99
90
90
CON
95
INP
99
75
SMI
75
70
STA
85
55
SFT
80
50
TST
20

Score of
Increase
Yes
Yes
Yes
Yes
No
No
No
No
No
Yes

Note. ATT = Attitude; MOT = Motivation; 1rMT = Time
Concentration; IMP = Information Processing; SMI = Selecting Main Ideas; STA = Study Aids; SFT = Self
Testing; TST = Test Strategies. From Weinstein, C. E. (1987). LASSI User’s Manual. Clearwater, FL: H
& H Publishing Co.
--___

7

,

w
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APPENDIX N
CASE 5 DATA

Self-Understanding

Table Nl: Student Questionnaire Results Emma
Index
Pre-test Post-test Increase
of Score
Self83%
79%
No
Efficacy
Self83%
92%
Yes
Advocacy
Legal
75%
92%
Yes
Knowledge

"cS

Proc
Skill

a

Subtotal
SelfAdvocacy
Skills or
Strategies

Subtotal
Combined SelfAdvocacy
Total Score

80%

97%

Yes

75%

81%

Yes

70%

75%

Yes

72%

77%

Yes

79%

86%

Yes

72%

79%

Yes

Table N2: LASSI for Emma
Post-test
Index Pre-test
Percentile
Percentile
80
70
ATT
15
30
MOT
30
20
TMT
50
ANX
70
35
10
CON
20
70
INP
20
5
SMI
65
45
STA
40
20
SFT
10
10
TST
A WW« M. m. A. A.

A *V***V.*-W? ***—

-

--

Score of
Increase
Yes
No
Yes
No
Yes
No
Yes
Yes
Yes
No

---7--

o

^

'

Concentration; INP = Information Processing; SMI = Selecting Main Ideas; STA = Study Aids; SFT = Self
Testing; TST = Test Strategies. From Weinstein, C. E. (1987). LASSI User’s Manual. Clearwater, FL: H
& H Publishing Co.
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APPENDIX O
CASE 6 DATA

Self-Understanding

Table 01: Student Questionnaire Results Beth
Index
Pre-test Post-test Increase
of Score
Self46%
63%
Yes
Efficacy
Self50%
67%
Yes
Advocacy
Legal
54%
58%
Yes
Knowledge
Subtotal
SelfAdvocacy
Skills or
Strategies

'a*
Proc
Skill

T3

Subtotal
Combined SelfAdvocacy
Total Score

50%

62%

Yes

44%

50%

Yes

59%

66%

Yes

55%

62%

Yes

46%

57%

Yes

52%

60%

Yes

Table 02: LASSI for Beth
Post-test
Index Pre-test
Percentile Percentile
1
25
ATT
1
MOT
10
5
10
TMT
15
15
ANX
10
10
CON
35
55
INP
20
30
SMI
40
45
STA
10
15
SFT
10
20
TST
IN PIC, rtl 1

nunuuc, iviw JL

Score of
Increase
No
NO
No
No
No
No
No
No
No
No

muuYOUUU,

luuvmmuigvmvm,^!^

--J ,-

Concentration; INP = Information Processing; SMI = Selecting Main Ideas; STA = Study Aids; SFT = Self
Testing; TST = Test Strategies. From Weinstein, C. E. (1987). LASSI User’s Manual. Clearwater, FL: H
& H Publishing Co.
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APPENDIX P
CASE 7 DATA

Self-Understanding

Table PI: Student Questionnaire Results Celeste
Index
Pre-test
Post-test
Increase
of Score
Self54%
71%
Yes
Efficacy
Self42%
75%
Yes
Advocacy
Legal
50%
71%
Yes
Knowledge

Proc
Skill

Subtotal
SelfAdvocacy
1
Skills or
0) a Strategies
Subtotal
Combined SelfAdvocacy
Total Score

50%

52%

Yes

31%

56%

Yes

59%

64%

Yes

52%

62%

Yes

36%

64%

Yes

51%

67%

Yes

Table P2: LASSI for Celeste
Post-test
Pre-test
Index
Percentile Percentile
40
ATT
40
70
10
MOT
55
60
TMT
70
40
ANX
55
60
CON
95
80
INP
65
20
SMI
75
85
STA
10
5
SFT
35
35
TST

Score of
Increase
No
Yes
No
No
No
Yes
Yes
No
Yes
No

Note. ATT = Attitude; MOT = Motivation; TMT = Time Management; ANX = Anxiety; CON =
Concentration; INP = Information Processing; SMI = Selecting Main Ideas; STA = Study Aids; SFT = Self
Testing; TST = Test Strategies. From Weinstein, C. E. (1987). LASSI User’s Manual Clearwater, FL: H
& H Publishing Co.
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APPENDIX Q
GROUP DATA

Self-Understanding

Table Q1: Student Questionnaire Group Data
Index
Median Median
Increase
Pre-test Post-test of Score
Self75%
79%
Yes
Efficacy
Self50%
67%
Yes
Advocacy
Legal
50%
75%
Yes
Knowledge

cfl

Proc
Skill

ee
g
3
T3

Subtotal
SelfAdvocacy
Skills or
Strategies

Subtotal
Combined SelfAdvocacy
Content-Mastery
Total
Total Score

Range
Pre-test

Range
Post-test

54

33

58

50

54

33

55%

75%

Yes

56

50

70%

75%

Yes

27

18

58%

75%

Yes

28

15

65%

72%

Yes

28

15

54%

75%

Yes

46

32

53%

56%

Yes

69

44

56%

70%

Yes

22

14

Note. Range scores are represented by percentage points.

Table Q2: Self-Efficacy Group Data
SRLS
Student
Pre-test
Post-test
Increase
of
Score
61%
56%
Kathy
No
Erin
705
Yes
59%
77%
Yes
Nora
66%
84%
Linda
80%
Yes
64%
Yes
68%
Emma
50%
Yes
Beth
48%
57%
No
Celeste
61%
Median
Yes
68%
61%
Score

Pre-test

SEAAS
Post-test

50%
67%
50%
58%
67%
64%
50%

69%
72%
53%
61%
72%
78%
69%

Increase
of
Score
Yes
Yes
Yes
Yes
Yes
Yes
Yes

58%

69%

Yes

Note. SRLS = Self-Efficacy for Self-Regulated Learning Scale; SEAAS = Self-Efficacy for Academic
Achievement Scale. From Zimmermann, B.J., Bandura, A., & Martinez-Pons, M. (1992). Self-motivation
for academic attainment: The role of self-efficacy beliefs and personal goal setting. American
Educational Research Journal. 29. (3), 663-676.
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Table Q3: LASSI Group Data
Pre-test Median
Index
Score
ATT
MOT
TMT
ANX
CON
INP
SMI
STA
SFT
TST

40
30
25
70
25
70
30
75
15
20

Post-test
Median
Score
40
25
45
50
40
55
50
70
40
25

Score of
Increase
No
No
Yes
No
Yes
Yes
Yes
No
Yes
Yes

Note. ATT = Attitude; MOT = Motivation; TMT = Time Management; ANX = Anxiety; CON =
Concentration; INP = Information Processing; SMI = Selecting Main Ideas; STA = Study Aids; SFT = Self
Testing; TST = Test Strategies. From Weinstein, C. E. (1987). LASSI User’s Manual. Clearwater, FL: H
& H Publishing Co.
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